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velous "Old Main " print cover for many years a nd,
indeed, have "grown accustomed to your face." In
addition, we have thoroughly enjoyed the traditional
research-based scenarios and delighted in the singular submissions of different points of view from time to
time.
Today, however, we are at the crossroads o f
another point in time -- different audiences, divergent viewpoints, and diverse issues. Change is essential and change is welcome. As we approach the
twenty-first century, it is absolutely imperative that we
change in order to best meet the new demands of
time , perspective , and communication - a new
cover, a new layout a new format.
In this spirit and challenge of c hange, the Eastern
Education Journal wishes to extend great thanks and
appreciation to Ron Leathers, Assistant Dean, College of Education and Professional Studies. For over
thirty years, Ron has done a great many things for a
great many people. He has served as tea c her, supervisor of student tea c hers, Director of Pre-Student
Teaching Clinical Experiences, and Direc tor of the
Center for Educational Studies. Further. Ron has
been CEPS's Teacher Certification Officer, Coordinator/Editor of NCATE Reports, Budget Officer, and Eastern Education Journal Editor for a number of years.
Without Ron, the Eastern Education Journal
would not e xist . In the 1960s, Ron continuously
stressed the importance of publishing a jo urnal that
represented a preeminent teacher education uni~ersity across the nation. His perseverance and dedication to perfecting a professional publication is noteworthy. From a small-scale operation reac hing merely several hundred persons, the Journal is now distributed to over l l 00 schools of education and other
education-related organizations across the nation
and beyond .
Years ago, Ron clearly agreed with the premise:
"To imagine is everything ." His vision and commitment paved the way for a currently outstanding refereed journal in the field of education. Today, Ron
notes that "where you come from is not nearly as
impo rtant as where yo u ' re going." Years ago, R<:m
knew that without creativity and vision, coupled with
a desire to excel, little will be accomplished.
A Special Dedication to Ron Leathers ... a man
who thought, acted, speculated, initiated, created,
and influenced :

From the Editor ...
This year marks a milestone for the Eastern Education Journal. It is an end of o ne era and the beginning of another. During 1995 and 1996, Eastern Illinois
University celebrated its centennia l anniversary. Several issues of the Eastern Education Journal were full
of reflections and reminiscences about various programs and department at Eastern Illino is University.
Submitted by past and present faculty members who
commented on various periods of time, these pieces
were thrilling in emotion, expressive in thought, and
vivid with regard to future accomplishments.
"Without language," someone once said, "there
is no history." These past issues were, without doubt,
history in the making, for they were exceptionally rich
in language. In addition to the written articles (history), we furnished readers with numerous copies of
photographs that clearly portrayed Eastern 's contributions to the world of education and revealed the
adm irable ties between EIU faculty and the public
schools, as well as commendab le relationships
between and among state, local, federal, and global entities.
With out reservation, we honor the century-long
accomplishments of EIU faculty, staff, and students.
Across the board, we also acknowledge the magnificent history and g reat contributions of Eastern Illinois
University in terms of being a primary force in teacher
education programs, research and scholarly enterp rise, and unsurpassed servi ce to students, parent~,
and the community. Thi s is ou r history -- what will
today or tomorrow bring?
Years ago, I happened to spot an advertisement
printed in the New Yorker magazine. It read:
" LOST: Yesterday, sometime between the
hours of sunri~e and sunset, two golden hours,
each studded with sixty diamond minutes.
No reward is offered, because they are lost
forever."
While nothing, technically or logically, is truly
"lost, " the impact of those words rest with us as we
begin to build a bridge to the twenty-first century. We
can sympathize with the past a nd become
embro il ed in "what was" and "what cou ld have
been." We can speculate as to "what we cou ld
have done if we had been given a second c hance"
and spend time hypothesizing. We ca n relive past
events and determine that nothing will ever take the
p lace of "what was." However, what was, was. What
is, is. What will be, will be. Today, another day awakens, and tomorrow, yet another day will blossom .
Today is a threshold for what is inevitably to come,
and tomorrow is, definitely, "a new beginning." In this
spirit of hope and dreams, we begin a new era for
the Eastern Education Journal.
This issue reflects a new format, a new layout,
and a new cover. We truly have loved that mar-

"Education is not the filling of a pail, but the
lighting of a fire."
William Butler Yeats

Thank you, Ron, for all of your assistance, support,
and expertise. Undeniably, you have lit a fire and we
are going to the next ce ntury -- the new millennium is
emerg ing!!!
The Eastern Education Journal welcomes you to
a new beginning . In this issue, we examine a number
of different changes and corresponding c hallenges
through diverse avenues. Distinct and disparate
issues general ly tend to seek novel forums. In
3

analyses regarding technology, multiculturalism, realworld applications, gender issues, mentorship, and
therapy are reflected here.
The lead article by Scott Fredrickson -- "Virtual
Reality is Reality, Virtually: So When is it Going to
School?" -- looks at an active versus a passive
approach to teaching and learning in an exceptionally complex, information-rich, and technologicallyoriented age. Next, Chris Lantz presents a provocative and technical overview of instructional materials
for training and development by comparing the relationships between "Color Visuals and Instruction."
Jerry Whitworth, in "Successful Transition from School
to Life," then focuses on issues, demands, and mandates for academic accountability in a real-world
setting.
In " Making Treaties: One Student's Experience
with Role Socialization," Evelyn Horn presents an
interpretive study and scrutinizes various educational
aspects involved in the life of a student teacher who
had experienced previous failure. Questions dealing
with the relationship between gender and teaching
are approached by Allan Cook in "Perceptions and
Beliefs Regarding Men in Elementary and Early Childhood Education ."
Following this analysis, Georgianna Duarte examines how mentoring minority student populations can
enhance future success in "Breaking the Barriers: The
Importance of Mentoring International University Students." The topic of mentorship is further analyzed by
Rita A. Jensen and Therese J. Kiley through a personal approach in "Significant Connections: Mentoring
Relationships and Processes." The dynamics of group
counseling in career development are then
addressed by William S. Thiel and William B. Thiel in
"Career Counseling in a Group Setting. "

response to current trends and ideas, our new edition
is divided into three categories that best reflect contemporary topics, concerns, research, and reflections
dealing with education:
•
•
•

Part One: Professional Development Schools
Part Two: Research
Part Three: Guest Editorials and Commentaries

In this Spring 1997 issue, we first venture into Part
One: Professional Development Schools. Here, we
examine the world of Professional Development
Schools (the PDS Network) first established by Eastern
Illinois University's College of Education and Professional Studies in 1994. At that time, several public
school districts in rural, east-central Illinois signed
agreements with EIU to become "professional development schools." Since then, other districts have also
joined what is now commonly known as the "PDS
Network." Eastern Illinois University is the first and only
rural university in the state to establish Professional
Development Schools.
In the Fall of 1995, a section of the Eastern Education Journal, entitled " Professional Development
Schools at Eastern " was dedicated to serve as a
forum for information dissemination, ongoing data
gathering, and corresponding analysis. In addition,
the section was designed to provide opportunities for
individuals in the PDS Network, as well as others, to
share their reflections, questions, and insights about
professional development schools. Since the Fall of
1995, a number of articles dealing with EIU 's PDS
movement have served as a record of accomplishments, issues, and perspectives.
In this issue, Part One: Professional Development
Schools at Eastern, includes features by various PDS
Network site facilitators. First, Bill Fischer (Effingham)
examines the power of school/university partnerships
in "A New Relationship : Collaborative Projects and
Products. " Next, Sandra Schroeder (Charleston) provides an analogy to collaboration, chronicles numerous events, and explores the multi-faceted progress
and products of a school district in "Come Ride the
Collaborative Roller Coaster ... A PDS Facilitator's
Reflections ." Judy Parker (Champaign) reflects on
involvement -- "Focusing on Caring Collaborations"
between university students and public school teachers. Brian Carey (Centralia) then investigates the
impact of preservice teacher education and professional development activities funded by the state of
Illinois in "Goals 2000 Summer Activities. " In addition,
visual perspectives are offered throughout this segment and a special feature entitled "PDS Network In
Action ."
Following the manuscripts on Professional Development Schools, William C. Hine provides an update
on the Stockman Institute, a collaborative project
involving Eastern Illinois University 's School of Adult
and Continuing Education, the College of Education
and Professional Studies, and the Stockman Institute.
We continue to peruse different territories related
to teaching and learning throughout the field of education in Part Two: Research. Queries, studies, and

Part Three: Guest Editorials and Commentaries

features strong position papers and individual points
of view about education in general, teaching techniques, learning strategies, and other educationrelated issues. In our Guest Editorial section, Don
White -- after thirty-five years of teaching -- provides
a number of "Reflections on School Improvement"
and offers various suggestions to educators in the
field. Further, an invigorating "call for leadership and
action from the trenches" is suggested by Carole D.
Hillman and Marguerite M. Bloch in "Teachers as
Leaders: Teacher Education is the Key to Unlocking
Leadership Potential. " And in our Guest Editorial section, Judith Barford offers "Part Two" of her series on
curriculum ("Part One" was published in the Fall 1995
issue) by examining historical data and providing a
philosophic appraisal of curricular issues facing the
nation one hundred years ago and today in '"A
Republic, Madame, If We Can Keep It' ... Important
Matters for Illinois Curriculum, 1896 and 1996."
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Professional Development Schools
At Eastern
Editor 's Note: The following section highlights the
PDS Netwo rk, a consortium of six school districts in
east central Illinois working in collaboration with the
College of Education and Professional Studies at

Eastern Illinois University. This section is dedicated to
guest features by individuals involved with Eastern 's
PDS Network.

A New Relationship: Collaborative Projects and Products
Bill Fischer
Student Teaching Department
tion, as well as in retail and services. Hea lth care is
readily available and opportunities to participate in
recreational and fine arts activities are commonplace. Various local organizations sponsor such
events as orchestral and choral music, theatre presentations, cultural exhibits, and workshops.
Changes in relationships between "what was"
and "what is" were quick after the signing of the
agreement. The school corporation, led by Dr. Donald Roberts (Effingham District #40 Superintendent),
offered vi rtually complete access to its pre-kindergarten / kindergarten center and the buildings which
house three elementary, one junior high, and one
high school. At the same time, Eastern ' s student
teaching site facilitator (origina lly based in
Charleston) moved closer to the Effingham area . As
a result, the site facilitator now is able to visit teachers
and student teachers on a weekly, rather than on a
monthly basis, as was the case in the past. In addition, the site faci litator participates in administrators'
bi-monthly meetings. Undeniably, an immediate and
noticeable benefit of the new working relationship is
the fact that if and when questions or problems arise,
close and frequent communication make for quick
resolution of existing needs.
Throughout most weeks of an academic semester, any number of pre-clinical practicum students
also meet and work with teachers in various grades
and content areas. At Eastern, this is part of an onsite participation requirement prior to the student
teaching semester. The Professional Development
Schools agreement has made it possible for the site
facilitator to provide different opportunities for both
Effingham teachers and EIU students. Instead of placing practicum students with teachers who had
already planned for total involvement with preservice teachers (student teachers), junior high and high
school teachers were contacted by the site facilitator to determine if they would be interested in working with practicum students. Meetings were scheduled on an individual basis in order to establish a visitation schedule and, most importantly, decide upon
the types of activities that would be best for all

Bill Fisc her is an Assoc iate Professor in the Department of Student Teac hing at Eastern Illino is Unive rsity . He is a Professional
Development Schools site fa c ilita to r working e xc lusively w ith th e
Effingham school district. Bill's ac ademic degrees are from Indiana
University: a BA in History, a n MA in Education, and an Ed.D. in Educ ation . Dr. Fische r has taught in Auro ra Sc hools, Indiana. and
Pikeville College, Kentucky. His researc h interests foc us on student
teache r and cooperating teac her c linica l e xp erie nces. He has
cond ucted vario us student tea c hing seminars and presented at
ma ny professional confe rences.

In 1994, the cooperative relationship between
the College of Education and Professional Studies at
Eastern Illinois University and the administrators, faculty, and support team of Unit #40 School District in Effingham took a step in a new direction with the signing of an agreement which designated the unit as a
Professional Development Schools district. Prior to this
agreement, the connection between EIU and many
of Effingham's schools and teachers primarily consisted of student teachers being accepted into various
schools and supervised by any number of supervisors
based in the Charleston area. The current association
differs tremendously from the past. Now defined by
mutual interests and needs, the relationship provides
more opportunities for both the public schools and
the university. Today, Effingham teachers, pupils, and
administrators are much more aware of what the
College of Education and Professional Studies can
do to make the educational process become even
more effective than before . Today, Eastern students
enjoy increased prospects to work with and learn
from practitioners who are dedicated to the continual improvement of teacher education.
Whether they be pre-clinical practicum students
or teacher interns, teacher education majors from
Eastern now have had more chances to interact with
pupils, teachers, parents, and administrators who
represent the community than they ever did before.
Effingham, a city populated by 12,000, is comprised
of Caucasian, Black, Hispanic, and Asian/Pacific
Islander populations. The city and its surrounding
areas are home to employment possibilities in agric ulture, manufacturing, distribution, and construe5

involved -- the pupils, the teachers, and the
practicum students . This type of collaborat ion
between Effingham and EIU is both new and important, for it has empowered practitioners by giving
teachers a new and powerful role in the training of
teachers-to-be; in effect, public school teachers
have become adjunct faculty members in a
teacher-training institution. From all indications, Effingham teachers have taken their responsibilities seriously -- they are enthusiastic, interested, and
involved!
As a result of several semesters ' worth of interaction with administrators, classroom teachers, student
teachers, and practicum students from EIU, as well as
with hundreds of other students in the system, an
informal, ongoing, and qualitative method of evaluation by the site facilitator has led to several conclusions. One example of a gain made because of the
PDS movement is that several university instructors
and many students enrolled in education courses
have benefited from working with and learning from
a number of public school teachers with varying
philosophies and techniques . These classroom
instructors have opened their classrooms so that preservice teachers experience a wealth of opportunities to work in a variety of circumstances with pupils
of different achievement, motivation, and behavior.
Such experiences have truly bridged the gap
between theory and practice for both university
instructors and EIU students; they've exemplified the
common situations that may not be found in the texts
or through case studies, but do, indeed, exist in real
life on a regular basis.
Another gain from the PDS movement is that EIU
university faculty have been able to offer assistance
and provide solutions to diverse problems faced by
public school teachers and administrators. Also, an
important benefit of this collaborative project is evident in the relationship between teachers and
administrators of the public school district, and the
site facilitator. Whereas relatively brief and infrequent
contacts between cooperating teachers and the

university supervisor were the norm, regular visits on a
weekly basis have now led to vastly improved communic ations. Familiarity, in this case, does not " breed
contempt " but rather, facilitates an in c reased
awareness or knowledge of each other's interpersonal techniques, problem-solving methods, professional
perspectives, and supervisory practices. Ultimately,
the classroom pupils and the student teachers are
the primary beneficiaries of the new relationships
formed .
Still another benefit from the PDS collaboration is
the professional growth and knowledge of the site
facilitator. In the past, it was not uncommon for a university supervisor to be associated with six or even
eight distinctively separate school corporations during an academic year. Now, the opportunity to work
almost exclusively with one district with a single governance unit has definitely added to the knowledge
and developed a greater appreciation of the work
conducted by administrators, faculty, and support
staff.
Student learning, student growth, and student
achievement continue to be the primary considerations of all concerned parties within the Effingham
school district and Eastern Illinois University. Regardless of what some ill-informed individuals might think
about reform efforts geared toward providing the
best educators and the best educational practices
for the students, my involvement with and participation in various aspects of the teaching and learning
process tell me that the total education of a corporation's students has always been, is, and will continue to be the top priority. The dedicated, energetic,
and responsible individuals with whom I have come
to have contact on a regular basis continue to
inspire me to keep up with my own professional
knowledge and growth . I am c onstantly on the lookout for conferences, seminars, presentations, articles,
and publications which will provide me with the
background necessary to assist others, whether the
information presented deals with supervision, evaluation, teaching techniques, or motivation .

Charleston area EIU student teachers share insights and ideas during a
student teaching seminar.
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Come Ride the Collaborative Roller Coaster
A PDS Facilitator's Reflections
Sandra Schroe der
Student Teaching Departm ent
those who have a "wait and see" attitude . They
agree to participate, but do not truly become a part
of the col laborative process until the evidence is
overwhelmingly convincing. These people experience the end results and, subsequently, reap the
benefits. Those most deeply engaged in the collaborative process ride in the middle. They watch what
occurs in front of them and listen to what goes on
behind them . These people have a vested interest in
the entire process. Without them, there is no ride.

Sandra Schroeder is an Assistant Professor in the Department
of Student Teaching at Eastern Illinois University. She is a Professional
Development Schools site facilitator working exclusively with the
Charleston school district. Sandy holds a BS degree from Illinois
State University in Special Education/Elementary Education . She
also has an MS degree in Special Education from ISU. Her doctorate
from Indiana State University is in Curriculum and Instruc tion and
Media Technology. Dr. Schroeder's research interests are in collaboration and professional development schools, curriculum and
instruction, supervision, teacher education and special education.

There was anticipation in the air. Adrenaline rushing, some waited with a sense of excitement, others
with a sense of dread. The ride came to a roaring
halt in front of the crowds. All were in place, ready to
experience a ride of a lifetime .... So began our collaborative roller coaster ride with Charleston Unit #l
School District, Charleston, Illinois.
The collaborative partnership between Charleston
School District and Eastern Illinois University has been
and continues to be analogous to a roller coaster
ride. People ride roller coasters for various reasons, sit
in different places, and react differently to the ride.
Some become group-identified while others maintain
their individual needs. So is the case with any collaborative effort.

REACTIONS TO THE RIDE
Reactions to the roller coaster ride are varied, as
well. There are those who throw their hands above
their heads with reckless abandon, wildly chaotic,
and oblivious to apprehension. Others ride with
white knuckled death grips, eyes closed, screams of
foreboding echoing up and down the slopes. Still
others ride, gripping tightly, only on the sharp corners
and the steep hills, a mixture of laughter and shouts
of apprehension matched with varying parts of the
ride. And so it is with collaborative partners. Those
persons who ride with arms flung above their heads
only experience the excitement without the in-depth
involvement required for an authentic collaborative
effort. Those who ride eyes closed and white-knuckled anticipate only the worst, fail to see advantages
and growth opportunities, and cling to what was. It is
only those persons who entertain both feelings of
exhilaration and apprehension that actualize· true
collaboration. For these participants, there is an indepth involvement; a true commitment to shared
goals and renewal for all involved. Theirs is the belief
in chal lenges rather than obstacles. Theirs is the
belief that together, we can make a difference not
only in the field of education, but also for everyone
else on the ride .

REASONS FOR RIDING
Why do people ride roller coasters? Some relish
the thrill of the adrenaline rush, others are coaxed,
others simply want to try something new to broaden
their experiences, others ride to overcome a fear
that all but disables them. While incentives and
motives vary, people still ride. So it is with collaborative ventures. Not all persons participate for the
same reasons. Those who ride for the purpose of trying something new to broaden their horizons are, for
the most part, more likely to embrace and sustain the
belief that change and renewal can be beneficial
for.both individual and organizational growth.

THE CHARLESTON PDS
As the ride on the roller coaster, so has been the
collaborative initiative between Charleston Unit #l
and Eastern Illinois University, Smooth stretches, steep
climbs, sharp curves, jerks, level stretches, fast paced,
and, at times, slower paced; sometimes inching forward and sometimes careening wildly up and down
and around. All of the varied riders exist. Different
ones occupy different positions and demonstrate an
assortment of reactions. Excitement, apprehension,
and even indifference appear separately and simultaneously. Overall, however, the collaborative effort
continues to progress and prosper. All those involved
have much to be proud of. Some of the highlights
regarding Charleston Professional Development

POSITIONS ON THE RIDE
Where do people sit on the roller coaster and
why? Some sit in the front car, ready to experience
everything first; others sit in the middle where they are
less exposed and less vulnerable; and still others sit in
the rear where they can see what happens and
experience the excitement after they witness the
reactions of their fellow riders. So it goes with collaboration. Those participants at the front of the ride see
everything first, but may not always be fully aware of
occurrences behind them. They are sometimes too
busy leading the charge to be engaged in the
process of collaborating. The end riders are typically
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which integrates technology, cooperative learning, and the matic units.

Schools are as follows:
• Identification of three elementary buildings as
PDS sites: Carl Sandburg, Lincoln, and Mark Twain
• Establishment of Collaborative Building Level
Committees (CBLCs) in each building
• Development of a Vision Statement and Goals
and Objectives per building.
• Carl Sandburg site-based Block I methods c lass
collaboratively implemented by Barb Perkins and
Candi Hallett, 2nd grade tea c hers (Carl Sandburg Elementary), Dr. Andrea Cortez (EIU Early
Childhood, Elementary, and Middle Level Education Professor), and EIU PDS Facilitator, Dr. Sandra
Schroeder. Mary White (Early Childhood, Elementary, and Middle Level Education Instructor) also
provided invaluable input.
• Supervision of pre-student teachers and student
teachers in all three building. Placement of prestudent teachers was collaboratively planned by
Mary White, Dr. Noelle Greathouse, and Dr. Sandra Schroeder.
• Collaborative grant writing projects in all three
buildings have been developed.
• Technology Projects have been collaboratively
developed by student teachers and cooperating
teachers.
• Family Focus Nights were developed by the Carl
Sandburg CBLC. Areas of interest were identified
through a family needs assessment instrument
developed by David Carey and Sandra Schroeder, along with faculty input. To date, three sessions have been held. Dr. Bill Kirk (EIU Psychology
Dept.) spoke on "Living, Loving , Learning "; a
panel composed of Dr. Bill Higelmire and John
Weber (EIU Leisure Studies), Kevin Hussey (EIU
Physical Education Dept .), and Scott Smith
(Director of Charleston Recreation Department)
presented Family Leisure Information and Activities in the Spring of 1996; and Dr. Bill Kirk spoke on
Childhood Stress in the Fall of 1996. Another Family Focus Night is planned for January 1997.
• Lincoln Elementary CBLC is developing an informational brochure for parents. The brochure will
provide the mission statement, goals and objectives, and PDS information. A history of Lincoln
School will be given and a list of available services will be noted.
• A team of teachers composed of Joy Steele (LD
teacher), Linda Goble (SLP), Donna Wieck (Early
Childhood SPE), Kelly Bacon (1st grade), Suzie
Sardella (3rd grade), and Bea Conley (4th
grade), and EIU Facilitator, Dr. Sandra Schroeder,
visited National-Louis University Baker Demonstration School in Evanston, Illinois. The team had
received an REI Grant which funded the visit. Following the visit, Kelly Bacon, Donna Wieck, and
Linda Goble met and began planning an integrated multi-grade level unit which is to be implemented during Spring 1997 semester.
• Sonja Jones and Bea Conley, 4th grade Mark
Twain teachers, assisted by Pam Storm (District
Media Specialist), received a museum grant

Charleston Unit #1 has participated in a number
of activities made available by the Goals 2000 Professional Development Grant, awarded by the Illinois
State Board of Education. A look at Kagan Cooperative Learning activities and ensuing results:
a) Initial Kagan Cooperative learning 2-da y
training sessions (20 lnservice Teachers and 12
Preservice Teachers).
b) David Carey, Principal of Carl Sandburg Elementary presented with Dr. Veron ica P.
Stephen and Dr. Brian Carey at the Goals
2000 Showcase on November 7, 1996, Illinois
State University, Normal, Illinois.
c) Collaboratively planned "Structures" activities
engaged inservice and preservice teachers in
teaming, observing, and sharing of Kagan 's
Cooperative Learning Model. Teams met
November 14, 1996 at Mark Twain Elementary,
3:30-5:30. David Carey and Sandra Schroeder
facilitated the session . Kagan 's Model was
reviewed . Discussion of current structures
being utilized ensued . Each team decided
which structures to focus on for their observations. Schedules were set for two observations
per team member. The next team meeting
was set for December 5, 1996 at Mark Twain,
3:30-5:30. Teams conducted observations of
demonstrated Kagan Structures. On December 5 feedback was given to teammates.
Decisions were made regarding the next set
of observations. Teachers were asked to
complete an evaluation of this activity.
d) Micki McGuire, Kagan Facilitator visited Carl
Sandburg Elementary on November 21 , 1996.
The day was spent observing the use of
Kagan Structures and conferencing with
teachers . lnservice and preservice teachers
both participated. Micki gave feedback and
assisted teachers whenever needed.
e) lnservice and preservice teachers from all
three buildings participated in the Kagan
Cooperative Learning follow-up session on
November 22, 1996 at EIU from 8:30-3 :00.
f) Collaboratively planned by Alverta Dardi_
ng,
1st grade teacher at Lincoln Elementary and
EIU Facilitator, Sandra Schroeder Cooperative
Learning "Shareshop" was implemented for
teachers who had not yet received the initial
Kagan Cooperative Learning training . lnservice and preservice teachers, and EIU Facilitator with full support of administration, shared
Kagan Structures and activities with teachers
and substitute teachers who not yet received
training . Teachers and administrators from non
PDS buildings were also invited . Attendance
numbered 33 inservice and preservice teachers, 2 substitute teachers, three administrators,
and EIU Facilitator. The session was held
8

November 25, 1996 at Lincoln Elementary
from 3:30 -5:00.
g) Collaboratively planned by Alverta Darding
and Sandra Sc hroeder, a Kagan Cooperative
Learning "Family Share Night" was implemented on December 12, 1996 from 6:30-8:00 at
Lincoln Elementary. The purpose of this session was to share newly learned Cooperative
Learning information with the families. Sandra
Schroeder, EIU Facilitator led the session with
the assistance of Marjorie Hoedebecke, 3rd
grade teacher at Lincoln , her student
teacher, Mary Alice Hosier, student teacher,
Sarah Whitlock, Terry Diss, Lincoln Principal,
Bud McMillan, Mark Twain Principal , and
David Carey, Carl Sandburg Principal. There
were approximately 20 persons in attendance
including school board member, Richard
Sylvia, and EIU Elementary Education Professor, Judy Barford . Parents from both PDS
buildings and non PDS buildings were present.
The parents were asked to complete an evaluation which indicated they would like more
sessions of this nature with more time for questions and discussion .
h) "A Structure of the Month" Club for both inservice and preservice teachers has been discussed. Future Kagan Cooperative Learning
training sessions have been planned for both
inservice and preservice teachers, substitute
teachers, families, and any other interested
EIU faculty for Spring 1997 semester. Teacher
requests for Kagan Manuals and other materia ls have been granted .

Charleston District.
2. Long Range Planning (LRP) teams have been
established as subcommittees of the CBLC 's in each
of the PDS buildings. These LRP teams will work closely with the district administration in easing tension
and encouraging teaming throughout the district's
restructuring process. The LRPs will be responsible for
ensuring open communication between administration and faculty and staff, teambuilding and consensus building, and blending of previously developed
missions, goals and objectives as faculties are combined and realigned .
3. CBLCs and whole faculties from the three PDS
buildings have met with Charleston Recreation
Department and Project SUCCESS Representatives to
establish better communication and improved community and state services. The CBLC will be the collaborative liaison committee for Project SUCCESS.
4. Student teachers received Conflict Resolution
Training from Topper Steinman and Vivian Bruno at
EIU on November l, 1996 from 8:30-3:00.
5. Richard Bodine presented "The Peaceable
School" Conflict Resolution inservice to teachers at
Carl Sandburg on November 2, 1996 from 8:00- l :00.
6. Carl Sandburg teachers Lou Conwell, 4th grade,
Kathy Hummel, 4th grade, Kathy Miller, 3rd grade,
and Robin Hacker, 3rd grade, and Mark Twain
teacher, Kelly Bacon, l st grade received four days of
release time to develop integrated thematic units
centered around the newly planted prairie plot at
Carl Sandburg.
The ride goes on and the people involved have
gone up and down, turned and twisted; sometimes
inching along, other times careening wildly along .
Carl Sandburg School boarded first, then Lincoln and
Mark Twain. We continue our collaborative experience, gaining momentum at every turn. Hopefully
we will continue to ride, renewing and developing
ourselves as integral and involved members of the
collaborative team. Our goal, always, is to provide
the best educational experience for all members of
the learning community.

Next, an overview of other activities, involvement
in ongoing professional development, -and future
plans of the professi o nal development schools •in
Charleston Unit #l :
l. Wright Group Language Strategies (Level l) 2day training session during August 1996 was followed
by Level 2 train ing in December 1996. This training
received an overwhelming response from the

Members of Lincoln Elementary School (Charleston) Collaborative Building Level
Committee discuss goals and objectives of professional development schools.
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Focus on Caring Collaborations
Judith Parker
Student Teaching Department
tume. Each student took part in the .set preparation
and in the production.
At Carrie Busey Elementary School, a student
teacher made numerous class books with kindergarten students. In addition, special shirts made by
the student teacher and the cooperating teacher
were worn by the kindergartners on field trips. Pictures and dates significant to each field trip were
painted on the shirts. For example, the class visited
an orchard in September and a pumpkin path in
October; correspondingly, the shirts were painted
with an apple, a pumpkin, and the date. Another
student teacher collaborated with the cooperating
tea c her on a special Thanksgiving program, complete with a production, scenery, extensive room
decorations, and food. Students performed to a
packed house!
It has been a great privilege and experience to
work with so many talented professionals in the
Champaign area and it has been a joy to witness so
many EIU students highly involved in collaborative
partnerships with their public school mentors.

Judith Parker is an Instructor in the Department of Student
Teaching at Eastern Illinois University assigned to the Champaign
school district as PDS site facilitator.

Eastern Illinois University student teachers placed
in Champaign District #4 schools have been collaborative participants in wonderful classroom projects .
At Bottenfield Elementary School, one student
teacher planned and implemented a unit on cultural
diversity that was filled with motivating educational
activities. Fourth graders involved participated in a
cu lminating activity that included two productions
(from varying perspectives) of "The Three Little Pigs"
story for parents and younger pupils in the building .
The unit on cultural diversity provided many opportunities for students: they made Bunraku puppets;
researched different countries; learned Russian folk
dancing; sampled Chinese food; and experienced
the joy of opening a pinata. Another student teacher
at Bottenfield assisted in the p roduction of The Wizard
of Oz. Elementary school students not only designed
and built colorful sets, but also performed in full cos-

Pil ot Terry Diss (Princ ipa l) and Lincoln Elementary School staff
welcome students and visitors as the entire school embarks on a
"Fly to Washington, DC " instructional unit.
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Goals 2000 Summer Activities
Brian Carey
Student Teaching Department
exhibited by the participants . The Wright Group
(Bothell, Washington), represented by Linda Pils, delivered a fantastic workshop. Participants noted that
these sessions greatly increased their knowledge of
strategies for teaching language arts.
In August, an excellent Conflict Resolution workshop was facilitated by Dick Bodine of the Illinois Institute for Conflict Resolution . Participants were taught
a six-step process to mediate conflicts. After the first
day, one individual attending used one of the first
steps learned later that evening and was simply elated with the results .
The Goals 2000 grants, for preservice teacher
education and for professional development, have
provided numerous opportunities for teachers which
would not have been available without the funding .
Champaign School District #4 was able to send individuals to a Reading Recovery training conference
dealing with techniques in alternative reading assessment. Danville's District # 118 focused on writing skills
and several aspects of staff development. Decatur
District #6 l was able to update their community
resource list for use in all of its schools. Effingham District #40 brought in a consultant to work with teachers in various buildings on writing skills . In Centralia
School District #135, teachers attended training dealing with "Write On Illinois." In Charleston District #l,
David Carey (Carl Sandburg Elementary School Principal) -- through the multiple offerings on cooperative learning -- is exposing the entire staff exposed to
this teaching slant by bringing in the trainer to work
with the teachers in his building.
As a result of these grants, a number of innovative things are transpiring. First, teachers are participating in workshops they would not have had the
chance to attend. Second, trainers are going into
schools to work on techniques taught in workshops.
Third, schools are establishing themselves as demonstration sites for cooperative learning and reading
strategies. And fourth, districts are creating directories for community services and evaluating existing
offerings.
Across the board, the focus of all Goals 2000
activities has been on learning ... learning for teachers, administrators, students teachers, and others so
that all K-12 students may experience academic and
social success. Without doubt, the experiences
throughout this past year have benefited everyone.
The activities of the Goals 2000 grants demonstrate
that PDS members at the district and college level
are building a solid base so that students can build
their own bridges to the next century. The real proof
of the success of these grants lies in the creation of
networking between six school districts and the
teachers within those districts. The real benefit of
these grants lies not simply in individual efforts or individual activities, but rather, in the collective synergy
generated by this process.

Brian Carey is an Assistant Professor in the Department of Student Teaching at Eastern Illinois University assigned to the Centralia
school district as PDS site facilitator.

In 1996, the PDS Network received over $136,000
from the state of Illinois. A consortium of six school
districts in east central Illinois working in collaboration
with Eastern Illinois University's College of Education
and Professional Studies, the PDS Network was
awarded Goals 2000 funding for both preservice
teacher education and professional development.
The six school districts involved include Centralia,
Champaign, Effingham, Charleston, Decatur, and
Danville.
The Goals 2000 grant provided tremendous learning opportunities for many teachers. Working for all
students, the activities of this past summer and fall
reveal evidence of the great enthusiasm and energy
reflected by the participating districts and Eastern Illinois University. Funding was used for a variety of
activities -- from workshops on cooperative learning,
language strategies, and conflict resolution to followup building-level activities that bring trainers into the
school buildings to work directly with the teachers.
Each school district in the consortium was afforded
the opportunity to send their teachers and administrators to attend the Goals 2000 activities.
The most widely attended sessions were the
Cooperative Learning workshops conducted in April,
August, and October of 1996 by Micki McGuire,
Ph .D. , from the University of Missouri-Columbia .
McGuire is the Director of Staff Development in the
Columbia Public Schools and a highly popular consultant who travels throughout the country providing
expertise in the area of cooperative learning.
McGuire provided a rich experience for enthusiastic
participants in the Goals 2000 project. Her follow-up
session in November focused on a greater depth of
understanding and implementation of cooperative
learning strategies.
Another workshop presented the ideas of Dr.
Spencer Kagan and his Cooperative Learning Structures that emphasize certain essential elements inherent to each structures. The session provided a content-free structure in order to facilitate team building,
class building, thinking skills, communication, and
mastery. Comments from participants included:
• great ideas I can use
• a real positive boost
• oodles of information on different structures to
make cooperative learning happen
• great ideas in methodology to help students'
enthusiasm and capabilities, as well as ties to
subject areas
Many hardy and energetic individuals also joined
together for workshops on Language Strategies .
These involved three days filled with ideas for learning, people taking pictures to record examples
shown, bags of materials, and even greater vigor
ll

PDS Network In Action

David Carey, Principal, Carl Sandburg School
(Charleston), and Brian Carey, EIU PDS Site Facilitator
for Centralia, relax after a Goals 2000 Showcase presentation sponsored by t he Illinois State Board of Education and Illinois State University. Also present ing at
this session - "Eastern Illinois University and t he PDS
Network" - was Veronica P. Stephen (EIU).

Julie Tresnak-Dietz (Health Studies, EIU), Jeannie Walters (Charleston School District Assistant Superintendent), and Judy Parker (Student Teaching, EIU enjoy
the collaborative atmosphere during a PDS retreat.

At A llerton Park (Monticello, IL),
Decatur educators discuss futu re
plans for professional development schools. (L-R: David Kidd,
Bob Byrkit, Sandy Walker .)

EIU preservice
candidates participate in multicultural activities
at sessions
specifically
designed for student teachers
at the Illinois
Associa tion of
Teacher Educators ' Fall Conference, Jumer's
Castle Lodge,
Urbana, IL.
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The Stockman Institute: Update
William C. Hine, Dean
School of Adult and Continuing Education
(Note: This is the third in a series of articles on the
Stockman Institute.)
Approximately two years ago, Eastern Illinois University received a planning grant of $10,000 from the
W. K. Kellogg Foundation. While the purpose of this
grant was manifold. it was principally awarded to
hire a consultant and to develop a major proposal
designed to create a K- 16 educational infrastructure
in our region. Numerous individuals participated in
the grant proposal writing process. Dean Elizabeth
Hitch and various colleagues in the College of Education and Professional Studies, a wide variety of offcam pus educators, community leaders from a
plethora of different arenas, and others have provided direction and content for what we are trying to
accomplish. In addition, our consultant, Dr. Ken
Howey, Professor of Education, The Ohio State University, has been highly instrumental in helping us develop this grant proposal. Finally, Dr. Cal Stockman, representing the Stockman Institute, has also been
extremely helpful.
The proposal, entitled - "Eastern Illinois University
in Partnership to Create a New Regional Educational
K-16 Infrastructure " - was recently presented to Dr.
Roger Sublett, a director of the W. K. Kellogg Foundation, by Dean Hitch, Dr. Carl Stockman, and Dr. Will
Hine. The proposal asks the Foundation to fund this
initiative for approximately a million dollars over the
next three years. Further information from Kellogg will
be forthcoming within a few months. Without doubt.
this project will have very positive impact on Eastern 's
School of Adult and Continuing Education and the
College of Education and Professional Studies.
The intended outcomes of the proposal are as
follows:
l. Achieve an intra professional approach to
schooling and community service.
2. Integrate parents in the communities as sustained active partners in the education of their
youth.
3. Conduct educational activities for youngsters
at all levels related to responsible activities.
often civic-oriented in nature, outside of
school involving a wide variety of community
organizations and institutions.
4. Incorporate a pervasive and creative use of
contemporary communications technologies
including distance learning and computers to
enable youngsters, parents and teachers to
work with and learn from one another.
5. Pilot new more effective teacher roles and

responsibilities in community based schools.
Put broad-based leadership teams in place at
each community based school to effect these
changes.
7. Develop and implement pilot programs to prepare teachers and other professionals for
those new roles and responsibilities.
8. Address as a priority in continuing manner how
all students, but particularly the students who
live in semi-rural areas, can acquire more global and multi-cultural perspective and better
understanding or equity and appreciation of
diversity.
9. Develop a working model to confront the
growing truancy/gang problem in east central
Illinois.
l 0. Offer various adult continuing education programs/workshops for a wide variety of constituents.
l l . Develop a working model that could be replicated in other parts of the country.
The Stockman Institute, working in collaboration
with the School of Adult and Continuing Education
and the College of Education and Professional Studies, will play a major role in these initiatives.
In other news, the Stockman Institute sponsored a
session during Illinois Teachers' Institute Day. Entitled
"Technology Innovation in K-12 Classes, " the program
was broadcast live from EIU 's Coleman Hall to
Charleston, Paris, and Shelbyville high schools.
The Third Annual Stockman Institute Conference,
held at the Worthington Inn, Charleston, was a
tremendous success. The title of the conference was
"Media Magic: Using Technology in the Film Industry
and Education." Mr. Eric Chauvin, Emmy Award winner for "Special Effects" in Young Indiana Jones, presented a session on technology in the film industry.
Chauvin, a graphic artist, specializes in matte design,
animation, and special effects. He is currently working on a remake of The Empire Strikes Back. Dr.
William Gibbs, Media Services, Eastern Illinois University, discussed the use of technology in education.
Other speakers included Elizabeth Hitch, Dean of the
College of Education and Professional Studies;
Theodore Rohr, Chairman of the Board, Stockman
Institute; William C. Hine, Dean of the School of Adult
and Continuing Education; Nate Anderson, Member
of the Board of Trustees, Eastern Illinois University and
Principal/ Assistant Superintendent, Rock Island/Milan
School District; and Dr. Calvin Stockman.
6.

Today 's dreamers are tomorrow's achievers.
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Participants
enjoy the
Third Annual
Stockman
Institute
Conference .

Education
Media
Specialist
Bill Gibbs

Film
Industry
Specialist
Eric
Chauvin

New Editorial Board Member
The Eastern Education Journal welcomes John Weber to the Editorial Board! Weber is
an Assistant Professor in the Department of Leisure Studies, College of Education and
Professional Studies. He holds a BS degree from the University of Missouri (Department
of Recreation and Park Administration) and an MS degree from the same university
(Department of Parks, Recreation, and Tourism). John has been program manager of
the Illinois Rural Recreation Development Project, designed to provide comprehensive community recreation programs for rural areas, for several years. He has also
served as manager, recreation supervisor, and program director of various recreational activities and parks in Missouri and Illinois. Weber has authored and co-authored
several publications and conducted a number of conference presentations dealing
with recreation and leisure. John has been an Eastern faculty member since August
of 1995 and is currently a Ph.D. candidate at the University of Illinois (ChampaignUrbana) in the Department of Leisure Studies.
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Virtual Reality is Reality, Virtually:
So When is it Going to School?
Scott Fredrickson
refers to an artificial world in which a computer-created sensory experience completely immerses a participant, causing him or her to barely be able to differentiate between a real experience and a "virtual"
one. VR, as it is referred, is " . .. not a computer. It is a
technology that uses computerized clothing to synthesize reality" (Franchi, 1994, p . 23). After donning a
DataGlove (which is a glove fitted with fiber-optic
cables that are connected to a computer system)
and a "head-mounted display" (HMD), one can
interact with a computer-generated environment at
will. Three-dimensional images are presented to the
participant, who then must navigate within the new
virtual world by picking up teacups, saving fair
damsels in distress or removing a life-threatening
tumor from a practice patient. Movement is simulated by shifting the optics in the field of vision in direct
response to certain body movements, causing the
participant to "see" the landscape move as he/she
turns his/her head. VR is not nearly as refined as the
"holodeck" images on Star Trek: The Next
Generation, but that is the general idea of what they
will eventually be like.
What does VR have to do with education?
Research indicates that active learning is much more
effective than passive learning . If students get
involved with their learning, they have a better quality learning experience and will learn quicker and
better than if they are merely receptacles into which
teachers attempt to pour knowledge. Instead of listening to that lecture or merely reading about
Columbus' journey, supposed students could join a
virtual Columbus on his travels. They could experience the barrenness of the empty, flat ocean as
companions discuss the possibilities of falling off as
they get to the edge. They could feel the loneliness
of the star-lit night with no land in sight and the
excitement of the first sightings of "land ho! " Imaging
discussing with our virtual Columbus his opinion of the
Queen of Spain, how he thinks his discovery will benefit mankind or the possible consequences of this
trans-Atlantic interaction. In addition, physically-challenged students can climb mountains, walk through
forests and swim in rivers. The possibilities of enabling
sightless children to "see" and hearing impaired students to "hear" in the virtual world are intriguing and
not out of reach. Students of foreign languages can
visit places where native speakers of the language
live and not only learn the language, but see, hear
and breathe the customs and culture of those people. Art students can enter into their canvases or
sculptures for different and, perhaps, eye-opening
perceptions. Shop students can use saws and other
potentially dangerous equipment several times prior
to using the "real thing ." Geography students can
peel back the crust and examine the various layers

Scott Fredric kson is an Associate Professor of Education
and Direc t o r of Instructional
Technology in the College of
Education at the University of
Nebraska at Kearney. Hi s
undergraduate degree is in
Criminal Justice fro m the University of Nebraska at Omaha.
He has a master's degree in
Secondary Education and a
doctorate in Instructional Technology from Texas Tec h University in Lubbock. Prior to his current position with UNK, he
taught at the University of Alaska Southeast in Sitka. Alaska,
where his research focus was
in distance education, instructional technology, and educational
telecommunications. He has w ritten monographs, contributed to or
co-authored books, and authored several articles on instructional
technology. He is also the Chairman of the MSED in Instructional
Technology program at UNK.

Consider, if you will, the following two scenarios
involving young adults. In the first, a high school student ventures into a video arcade parlor on a bright
and cheery afternoon. Stepping into a large, darkened booth with brightly colored graphics on the
outside, he places a football helmet-looking device
on his head and adjusts the goggles over his eyes .
After slipping his hand into a DataGlove, he proceeds to spend much of his after-school work money
to fly a cyberspace airplane or fight a RAM-eating
dragon or drive a speeding Tron-like motorcycle. He
controls all the equipment, the speed and the dangers merely by moving his arm or shifting his eyes. This
artificial world is controlled by him - as long as he has
a few dollars to spend. Spend them he will, as any
parent knows who has supported their child's video
game habit.
In the second scenario, another young adult
meanders down a classroom's aisle, finding her seat
and plopping herself down . As the lecture begins,
she begins to take notes about Columbus' arrival into
the Western Hemisphere. She opens up her textbook
and glances at the two-dimensional picture of the
explorer and his ships. Bored, she looks at the clock
on ttw wall and watches the seconds tick by.
It appears rather obvious which young person is
more involved and interested in his or her activity.
The young fellow in the virtual reality booth is much
more active, much more involved than the young
lady in the classroom. The problem is she does not
have to be so passive. She can be, she should be,
just as energized as the virtual venturer.
According to Aukstakalnis and Blatner (l 992), Virtual Reality is a term coined by Jaron Lanier in 1989. It
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of most educators. Instead of examining the use of
VR and its ability to personalize instruction, its use by
and with physically-challenged students and it many
other applications, most schools will sit on the sidelines and miss some wonderful opportunities for their
students. Colleges and Schools of Education certainly are not exceptions to that practice . Not only are
they failing to prepare their preservice teachers to
integrate VR into their curricula, today many Colleges of Education do not even properly prepare
their students to integrate computing technology
into their classes. CEOs should be at the forefront of
developing, defining and improving pedagogically
theories and practices for inclusion of VR as it arrives
at the schoolhouse. Universities need to refine the VR
technologies, costs need to decrease and public
schools and Colleges of Education need to consider
implementing virtual curriculums. At least in the near
future, the first two items on that list will be enacted.
Which student responses do we want in our school the enthusiastic, invigorated actions of the young fellow in the video arcade or the passive, uninvolved
young lady in the history lecture? The technology will
be available shortly. Yet, without the insistence of an
informed and interested public and training and
preparation in Colleges of Education, American public schools will again miss yet another opportunity to
make major, substantive improvements in the educational process of our students. That is virtually unacceptable.

of the Earth. Physics students can walk into a nuclear
reactor and examine the radioactive rods, while
chemistry students can view a chemical reaction
from inside the mixture . History students can sign the
Declaration of Independence and the Constitution
with the founding fathers and discuss how their
actions have influenced today's society. In other
educational settings, medical students can use VR to
operate on virtual patients with an infinite number of
diseases and injuries without having to use semiscarce cadavers. Student pilots can experience multiple malfunctions and not endanger themselves or
their passengers . Architectural students can walk
through the building they are designing and envision
problems, before great sums of money and time
have been invested . Preservice teachers can experience the joys and frustrations of classroom management in controlled environments. An almost endless
variety of learning and growing activities can be
experienced in the world of virtual reality.
Is this a pie-in-the-sky day dream of an overactive imagination? Far from it. In 11970, Ivan Southerland developed the first HMD. In 1985, NASA's Ames
Research Center completed the first functioning VR
system . Currently there are several major research
projects underway to improve and develop virtual
reality technologies in such diverse places as East
Carolina University and the University of Washington
(Auld & Pantelides, 1994; Bricken, 1990). The malfunctioning Hubble Telescope was repaired relatively easily by astronauts who had practiced the maneuvers
on Earth many times. The military uses VR to sharpen
combat skills of soldiers, sailors and airmen without
placing anyone in actual jeopardy. VR is here, and it
is here to stay. Granted, the cost is prohibitive for
most school systems at this point in time, but it will not
so remain for long. VR currently costs approximately
$12,000 for a low-end system and up to $300,000 and
beyond for a superior, professional quality system. As
most of us can remember, only a few years ago, a
desktop computer with about l /20 the power of
today 's computers cost $3,000 to $6,000 or more and
laser printers which today cost S1,500 were in the
$5,000 to $10,000 price range . If a person had said
twenty years ago that the majority of working people
in the US today would have computers on their desks
and would have cars, stereos, telephones,
microwaves and televisions all chocked full of microprocessors, that person probably would have been
locked up and had the key thrown away. Inexpensive VR units for use in schools are achievable in the
near future . The question then becomes: Will educators use VR?
Given its current "cartoon-ish" or worse appearance and high costs, it will be a while before VR is
used in many classrooms. As ludic rous as it seems,
when darn near every successful business in th e
country has invested heavily in comp uting equipment a nd software, many people in education still
argue about whether it is beneficial to use computers
in the schools. Public schools, never on the leading
edge o f any movement, except perhaps when it
comes to football equipment and uniforms, will be
slow to embrace VR. "Too exotic," "too expensive,,,
and "we don't know how to use it, " will be on the lips
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Color Visuals and Instruction
Chris J. Lantz
also often the focal point of presentations and distance c ourses delivered in electronic classrooms as
illustrated in figures 2 and 3.
Because of lowering costs, color output and projection from microcomputers is now a viable option
for many more educators at all levels of instruction.
Producing color overheads and display originals at
the smaller sizes is faster, much easier to generate,
and comparable in quality in most cases with photographic output. Even though many new graphic al
options are now available to professors and instructors, often free of charge, they are often still underutilized . This underutilization is not because the importance of color illustrations has lessened, but because
of a lack of knowledge on how far the cost and
quality of the output has improved over the last few
years. Other common reasons for underutilization are
lack of information about instructional services and
resistance to change, although more fundamental
reasons are related to formal and personal theories
on how students learn. These theories and their relation/impact to the use of visuals in instruction will be
explored in the following sections.

Chris Lantz teac hes video,
g rap h ics, multim edia, and
photography in the Media a nd
Educational Technology Department a t Western Illinois University. He w as a corporate ph otographe r fo r Gene ra l Mo tors
p rio r to teac hing a nd holds a
Ph.D. in Educatio n from Southern Illinois University.

Often times color visuals are not used in instruction bec ause of research that suggests that realistic
imagery distracts instead of directing attention
among learners. Much of this research compares
visuals which are designed to convey simple visual
information, and in this case complexity does often
get in the way of comprehension. Realistic color visuals can also act as advanced organizers that direct
visual perception and comprehension to instructional
objectives. Visuals can elicit emotional responses
from viewers whi c h will assist them in remembering
detail. Not unlike any other instructional tool, imagery
can add or distract from instructional objectives.
Now that visuals are more accessible in the microc o mputer environment, there are many new ways
they can be utilized to benefit the public or corporate educator. In the sections that follow instructional
visuals are considered in their present areas of application, as an important component of visual literacy
and in efforts to measure the effectiveness of visuals.

Resistance to Instructional Visuals
Many educational researchers consider visual
aids inferior to more abstract verbal material. To put it
another way, visual aids are often seen as not academically challenging, redundant or even misleading
to students. This attitude is more common among
academic circles, although many training consultants also appear to prefer pure verbal as opposed
to visual learning. Medium format is a major factor
contributing to this perception of instructional visuals
as not meaningful or necessary.
In his best selling book : Amusing Ourselves to
Death, Postman suggests that visuals are so strongly
associated with entertainment that they are incapable of stimulating or organizing thought toward
cognitive objectives. Postman defines intelligence as
the ability to "dwell comfortably without pictures in a
field of concepts and generalizations " (1985). The
nature of knowledge is defined by the main medium
of communication that is adopted by society.
Popular media formats such as books and N are
thought to develop mental structures that we build
on the rest of our lives. Thus the new generation of
learners gravitate toward instruction which is most
like good N instead of a good book. Postman contends that realistic images cannot speak to the world
of thought because they point away from it to the
world of facts and physical matter. The facts that are
illustrated in photographs, instructional N and graphics are described by their inability to inspire conjecture, dispute or analysis, Postman holds up education

Use of Visuals in Instruction
The production of instructional materials for training and development have evolved to a point
where they are destined for use in a variety of electro ni c e nvironments such as distance education,
interactive and individualized instruction on microc omputer, CD-ROM and laser disk. Color hard copy
from digital imagery is also routinely used in the production of textbooks in University copy shops and
presses. Among the most typical uses of imagery in
education are instructional transparencies, output of
microcomputer presentation slides or handouts,
instant digital photos for public relations and documentation of researc h, These assignments are either
produced by agencies that acquired the equipment
through instructional enrichment grants or production
facilities are also commonly housed in specialized
visual production centers as in Figure 1. Imagery is
17

Figure 1. Visual production center scanning/output station (left) and digital still camera.

Figure 2. Electronic classroom (left) and podium with touch panel device selection.

Figure 3. Distance education facilitator control room (left) and remote control device rack.

as the last institution that has not tota lly succumbed
against t he attack of entertainment style visual
media.
Anti-visua l opinion and research extends into
basic research which compares d ifferent media
types. Realistic color visuals are considered closest in
format to entertainment visua ls, and as a result, they
are oft en judged as the least suitable . This reflects
Mc Luhan's conception of hot and cool media

( l 967). A hot medium is high in definition and low in
viewer involvement. A cool medium is low in information output and requires more viewer interpretation.
In this context color is seen as causing an image to
be too easily understood and restrains new ways of
seeing in the viewer. In the popular press this argument is present in criticism against the colorization of
c lassic movies.
Visual literacy is the viewpoint which is at the
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other side of Postman 's argument. The more realism
which is present in an image, the more the viewer is
required to process and decipher. This unpacking
and analysis of visual grammar is considered just as
important and more efficient than reading lines of
text. More complex color images are seen as opening new ways of seeing in viewers.

they are rapidly and therefore easily readable . Visual
literalists do not dispute the fact that visuals can be
pressed more rapidly than text information but they
do believe that this processing can mislead students.
The assumption often is that the inclusion of realistic
illustrations and photographs will not hinder, if they do
not improve instruction. Illustrations can confuse as
well as illuminate.
Visual literalists believe that the solution to these
problems requires students to learn a visual grammar
which informs visual information processing (Pettersson, 1994). Visual literacy posits that different visuals
communicate a different degree of reality. Thus, all
images are not equally and easily readable. No single instructional image can contain all the attributes
necessary for it to be appropriate for all instructional
objectives. There are no universally communicable
images. Rather, an illustration with certain attributes,
shaped by a well-drafted caption, may be ideal for
specific applications. Visual literalists agree with Postmarlthat images can be ineffectual but this is most
likely because they were improperly matched to
instructional tasks.

Media Research

The literature is replete with experimental findings
in which realistic color graphics or photographs were
not more effective than simplistic monochrome artistic renderings. Examples of findings conclude that: "a
real world scene was not necessarily better than
recognition of an unorganized collection of the same
objects;" (Mandler & Johnson, 1976, p. 530), "the
addition of pictorial embellishments will not enhance
the learning of information in the text;" (Levie &
Lentz, 1982, p. 454), and "illustrations containing relatively small amounts of realistic detail were most
effective" (Dwyer, 1972, p. 87). Experimental results
indicate that attention getting devices add nothing
to learning, unless they introduce additional information (Schramm, 1977).
Media forms are delivery vehicles and the real
significance is in what they deliver. Instead of gross
comparisons of one overall delivery system with
another, the classification of media attributes, such
as color and tone capability for example, is considered more productive. Media classification systems
are used for the selection of media by attribute,
rather than its general or global performance, as
compared with other media. Instructional media
must be matched to the tasks to which they are best
suited. If the objective of the illustration matches the
media attributes, the illustration will have a better
chance in facilitating learning. Realistic color visuals
possibly interfere with verbal learning in some situations and help in the identification of objects in others.

Advanced Organizers

Is the viewer's existing knowledge more influential
in the selection and retention of visuals or do the visuals have more influence? According to cognitive
theory mind-set has the upper hand because viewers
can only learn what they already know, or what
advanced o rganizing structures they possess.
According to Barthes, the emotional and cultural
aspects of visuals often have the upper hand over
rational interpretation (l 972). Most likely a combination of existing knowledge, visual design and cultural
influence intermix in the intake of visuals.
At the heart of designing educational messages
is the paradox that these efforts may interfere with
future learning that has different objectives. One
example is that study skills for factual information
often interfere with learning conceptual information .
Another danger of over-cuing students is that it
sometimes discourages study beyond what is
required. The medium itself can serve as an
advanced organizer. If the student perceives
imagery as easy to study, they might not expend as
much effort as was intended by the instructional
designer.
The use of simple graphics as direct organizers
are efficient in drawing up existing knowledge in a
very short time. More complex and/or realistic color
arrangements can be used as indirect gradual organizers that encourage creative thinking. Perceived
realism and cred ibility of the color photograph may
unblock a viewer's perceptional filter to new information. Tailoring the mode or objective of a photograph
is important. If a thought provoking, realistic color
photograph is used in an information mode, the
excess detail could act as noise loud enough to prevent communication. If a simplistic informational
graphic is used to illustrate complex new ideas, students might generate inadequate simplistic stereo-

Visual Literacy

Learning to critically analyze complex visual information requires intellectual effort just as learning to
read does (Dwyer, 1994). Although simple images
can facilitate greater learning outcomes for situations where written information and basic detail are
important, they do not help develop visual literacy in
the viewer. This is because noise in instructional
images is filtered out for students, denying them
opportunities to develop their own skills in interpreting
what elements are important to attend to. Students
who have had experience deciphering information
from realistic noisy detail, are better able to transfer
such skills (Winn, 1993). Visually literate people "internalize specific coding systems of a medium and
apply them as tools of thought." (Salomon, 1978,
p.38).
Visual literacy research has been helpful in translating psychological principles into techniques for the
evaluation and production of visuals. One popular
hypothesis on the perception of color images is that
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of elements and shape future recognition of images.
First glance effective reactions to images are critical
because they determine how long and in what way
an image will be further studied (Spoehr & Lehmkuhle, 1992). Educational objectives often do not take
into account the influence of the first impression. The
second main phase of visual processing can last several seconds and it is influenced by the context of
the image which is often provided by a caption. Educators depend upon cognitive structures in the second phase of processing to function in a predictable
manner because they ensure that different student
can learn the same material.

types. Controlling the content of images too closely
could also have a negative effect, because image
manipulation that is too obvious will destroy the credibility or realism of photographic visuals.
Visual Language

Visual literacy and advanced organizers imply
connections to linguistic principles. Learning to read
pictures can be analogous to learning to speak a
language. Both the visual and verbal language consist of elements that are made up of cues. Visual literalists assume that students need to learn to see and
fully appreciate cues such as color. Present education is thought to be inadequate in this regard . The
visually literate method of reading a picture as a
combination of skills developed by seeing at the
same time integrating other sensory, verbal, emotional and learning experiences.
What the language analogy seems to overlook is
that different forms of visual media, such as color versus monochrome photography, also differ in fundamenta I ways. Difference s are not recognized
because visual symbols are thought to be arbitrary, in
the same way linguistic symbols are. Visual literalists
sometimes do not recognize that visual symbols are
far more contextual than verbal ones. A photograph
displayed on television is not perceived in the same
way it is perceived in a textbook. Each medium plays
a part in calling up cues that influence responses to
particular format. Color photography is a good
example because it is different from other forms of
visual communication but similar to human perception. Photography has color elements similar to other
media but they are interpreted in different ways
because of perceived optical realism. Inconsistencies in visual grammar pose problems to the development of a measure of picture readability.
The logical linguistic system of symbolic language
most often breaks down as a result of emotional
reactions. There can be as many aspects of any one
symbol as there are different people and circumstances. This dictates that many aspects of a symbol
can be significant or replete, and it is especially true
with the use of color in highly subjective or artistic
images. Fortunately, educational images are not
heavily impacted by these considerations because
they usually have a more defined context and
objective which is provided by a caption or embedded in surrounding text.

Visual Readability

Levie and Dickie credited visual literacy research
into the two phases of perception and the visual language concept with creating the "possibility of an
eventual taxo nomy of picture characteristics which
are correlated with basic mental operations" (l 973,
p.858). An example of an effective measure used in
media evaluation decisions is te xt readability.
Although readability has been a component of textbook evaluation for 70 years, textbook illustrations
have not enjoyed the availability of a comparable
instrument. Text readability has developed from a
c rude means to classify subjective judgment on text
characteristics, to a more theoretical position which
compares these attributes with learner characteristics. Visual readability may be following a similar, evolutionary path as text readability. Once visual readability research is more developed it could be able
to isolate the effects of individual elements of visual
grammar.
Recently, a full scale system for the study of visual
symbols (visual semiotics) has ben proposed by SaintMartin (l 990). Saint-Martin described this system of
visual semiotics as an empirical form of research .
Saint-Martin indicated that semiotics is a way of formalizing analysis through "rules and principles that
account for a know pattern" (p. 190). This conjunction of psychology and linguistics defines the basic
unit of visual language as the "co loreme. " Coloremes include color, tonality, boundaries and texture . Saint-Martin conceived of these variables as
globally present in every point of the visual field.
Organization of these variables within each coloreme is directed by viewer priorities.
Conclusions

Two Phase Visual Perception

Movements to establish measures for the instructional effectiveness of realistic color visuals are important in defining new markets for manufacturers and
new applications for educational consumers. They
are also relevant when consideration is given to ho~
abstract theories sometimes underlay the perception
of products and their value. Despite lowering costs,
electronic color hardcopy and projection equipment
is an expensive investment for education and training institutions. Considering th is expense why is realistic imagery considered an important resource? On a

Visual information processing consists of two
phases. The first phase is an initial group of rapid eye
fixations or saccades which last less than one second. These first eye fixations in the perceptual
process form emotional impressions resulting mostly
from the color characteristics of visual elements. This
short duration phase is termed a perceptual filter or
the mechanism of attention because it shapes the
direction and depth of subsequent cognitive reaction. First glance reactions serve to organize a gestalt
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practical level, realistic visuals are what we have
grown used to, and expect as mass media consumers . Media which does not match up to consumer expectations can be filtered out. Realism provides the necessary production value expected in
many visual environments. For sales purposes higher
production value is justification enough for the adoption of new technology. In advertising, medium format can take precedence over accuracy and quality of communication, and still be enormously successful in selling products. PRoduction value is not as
justifiable and fundable a premise in most educational institutions.
Many educators adhere to the belief that the
content of educational messages are more important than the visual appeal of the delivery medium.
This position derives from research which does not
correlate student preference of delivery medium with
student achievement. Unless the higher levels of visua I appeal produced by new technology can be
linked to student achievement; new purchases and
academic programs are difficult to justify. This
debate on the importance of content over delivery
medium directly influences administrative, legislative
and institutional funding policy decisions related to
educational technology. New markets can be identified and existing applications expanded if research
can demonstrate that specific visual attributes can
be correlated to student achievement of educational objectives. Visual literacy research, which draws
from the interdisciplinary fields explored in this paper,
is well underway in providing such evidence through
the development and refinement of visual readability
measures.
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Every creator painfully experiences the chasm between
his inner vision and its ultimate expression.
Isaac Bashevis Singer

Always listen to experts.
They'll tell you what can't be done and why.
Then do it!
Robert Heinlein

They always say that time changes things,
but you actually have to change them yourself.
Andy Warhol
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Successful Transition from School to Life
Jerry Whitworth
life-long learning and employment will force greater
integration of services between schools and human
service agencies for people with disabilities 18 years
and beyond ," (Hales and Carlson, 1992, p. iv) Stowitschek and Kelso (l 989) have observed that, due to
federal initiatives, many state and local education
agencies have launched special efforts to improve
transition programming .
Illinois has been a leader in this area for several
years with a strong emphasis plac ed on succ essfully
transitioning students with spec ial needs into the
community. A law passed in 1991 requires the establishment of local transition planning committees in
each community. These local committees must be
composed of a c ross section of individuals from
schools, businesses, community, service agencies,
and parents, This law also requires the annual collec tion and analysis of transition goals and needed
resourc es and services on the local, regional and
state levels. A number of initiatives implemented by
Governor Jim Edgar, such as Project Success, has
emphasized school, community, and interagency
collaboration to meet the whole needs of c hildren
and their families (Edgar, 1994).
Unfortunately, in many sc hools the transition
between school and the adult world is often not succ essful for many students. The proc ess is frequently
fragmented and inconsistent. If the proc ess is to be
successful one of the first things a school district must
do is c hange its focus and perspective. For too long
schools have not seen a student's su c cess in society,
the community, and world of work to be their responsibility. Schools must change the way they view their
role. As educators we must realize that our job is not
to simply get students through a prescribed curric ulum, but to prepare them for life. Accomplishing this
will require diligence and effort on the part of the
school and its faculty and staff.
In Illinois a model has been developed for successful transition of students with disabilities that can
be used by schools for all students. This model consists of four components as illustrated in Figure One .
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Introduction

The most effective measure of a school's
success is its students transition into the adult world , However, in the past this has not been a serious concern
for most schools. For the most part, schools have
focused on just getting students through twelve or
thirteen years of a prescribed curriculum . Once students completed their educational program they
were no longer considered the school 's responsibility.
Increasingly, though, teachers and administrators
are realizing that the true test of how we do our job
as educators is whether or not our students bec ome
successful, productive, and independent members
of society and of the c ommunity (Spady, 1988; Yaffe,
1990). This heightened awareness and concern is
emerging from a number of sources. There are continuing demands for accountability of schools from
parents, politicians, and business leaders. These
demands center on the perception of many that
graduates are not adequately equipped to make
the transition from sc hool to the adult world (Sander,
1991; Foster, 1991 ; Sullivan, 1990). Another source of
concern comes from research which indicates the
value of outcomes-based education (Holmes, 1990;
Lunenburg, 1992; Ysseldyke, Thurlow and Gilman,
1993). And, finally, recent changes in federal special
education law requires school districts to consider
and plan for the transition of students with disabilities
from school to the community (Wehman , 1990;
Brauen, 1994).
On both state and national levels we hear
increasing calls for improved transition from the
school to the world beyond. Nationally a number of
writers and speakers have noted that schools must
do a better job of assisting students in successfully
bridging the gap to the adult world. The Federal
Resource Center has noted that "An emphasis on

Components
Data Collection
and Analysis
Program Development
Collaboration
Training

Principles
Planning
Systematic
Follow-Through

Figure One: An Implementation Model for Transition

These four c omponents of Data Collection and
Analysis, Program Development, Collaboration, and
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Training, are applied through the three principles of
Planning , Follow-Through, and a Systematic
Approach. These three principles are important
because these four components must include thorough and effective planning, consistent and continuous follow-through, and they must be implemented
as part of a structured, systematic approach to transition. If these principles are followed and the four
components implemented carefully, any school can
have an effective, successful transition program and
its students will reap the benefits . Let us turn our
attention now to a closer look at the four components of our transition model.

vices and resources needed for transition, the school
must take an active role in making sure those components are in place and available for those who will
need them. Resources and services may be needed
within the school system or within the community. In
either case, the school must be the catalyst for
change to insure that those supports are there. This
will require a strong link with the data collection and
analysis process, but it will also require a productive
partnership with the community.
School officials should take the lead in meeting
with their own staff, and with leaders from business
and the community, and other service providers (i.e.,
social services, health, vocational, employment, etc.)
and identifying programs, resources and services that
are needed. This should be done by:
(l) Using the data analysis to identify needs;
(2) Target and focus on the highest priorities;
(3) Work with teachers, administrators, and
school boards to make needed changes in
the school's curriculum, programs, services,
and resources;
(4) Work with business, community leaders, local
service providers and parents to develop supports, and resources within the community.
Program development must be continuous, with
a constant evaluation of whether existing programs
are the most effective way of addressing present
needs.

Data Collection and Analysis

There are two dimensions of data collection and
analysis that schools must consider in regard to transition. The first deals with whether or not the services
and resources students are receiving are giving them
the skills they need to be successful in the adult
world . The best way to determine this is to ask former
students how effective the school was in preparing
them for life. Teachers and administrators can then
use this data to make modifications in existing programs and curriculum to better reflect the needs of
students.
The second dimension of data co llection and
analysis involves assessing resources and services to
determine if they are adequate and appropriate for
those students who will be living and working in the
community. This is especially important for those students with disabilities who will become members of
the community. Will they have the support they need
to function independently and productively?
When implementing the component of data collection and analysis remember that it must be done
with appropriate planning, it must be systematic, and
there must be continuous follow-through in order for it
to provide useful information. Information should be
collected from all possible stakeholders, such as parents, business leaders, community leaders, service
providers, current and former students. In addition,
data ca n be collected through a number of
avenues including:
(l) Survey Forms,
(2) Face-to-Face Interviews,
(3) Phone Interviews (this approach is very efficient and effective),
(4) Existing Statistics (employment, housing ,
social services, etc.),
(5) Comparing planning data with outcomes
data.
Remember that once data are collected and
analyzed the results must be shared with all stakeholders (teachers, administrators, parents, students,
community and business leaders), and the results
must then be used to guide program, resource, and
service development.

Collaboration

This may well be the most important component
of the transition process. If schools are to be truly successful in transitioning students into the adult world,
they must forge effective partnerships with community stakeholders. In many instances, programs,
resources and services are fragmented and inconsistent, as is the access to those resources, services, and
programs. Services and programs often are not
designed and implemented to sufficiently meet the
needs of those for whom they are intended due to a
lack of collaboration between the school and community.
Collaboration is much more than simply talking
with other entities in the community. It involves fundamentally changing the quality and nature of programs and services, making them more effective
and easier to access by the consumer. Unfortunately,
collaboration often is not sufficiently established.
Liontos (l 991) points our that there is a three-stage
process for true collaboration .
l. The first stage' is communication. In this stage
the effort is to build relationships between the
school and other groups within the community.
2. The second stage focuses on coordination.
This consists of the school coordinating activities with community groups.
3. The final stage is collaboration. This is when
schools, businesses, and other service
providers in the community come together to
change the design, delivery and quality of

Program Development

Once a school has determined the supports, ser-
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c ollection and analysis, program development, c ollaboration and training, and linking them through
planning, a systematic approach, and effective follow-through, successful transition will cease to be
merely a promise. It will be transformed into reality.
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Training
This final component of the transition process is
essential. People cannot be expected to do what
they do not know how to do. Schools must design
and implement a training program to give participants in the transition process the tools they will need
to successfully carry out the process . This training
component should involve school staff, business representatives, community leaders, public and nonpublic agency personnel, as well as students and
parents. The training program should be systematic,
comprehensive, and continuous and should focus on
such issues as; planning for effective transition, collecting and analyzing data, identifying and accessing resources and services, and developing group
process skills. A viable training program will provide
school staff, parents, students and community and
business leaders with all the skills and tools necessary
to successfully implement the transition process.
Training should be based on sound data regarding the content, form , and function of training . It
should also include an evaluation c omponent to
determine its usefulness, and it should be flexible
enough to meet the needs of all possible participants.
Conclusion

As schools strive to meet the challenges of a new
century we must look past the schoolhouse door to
the world outside. We must be sure that the completion of a student's school career is not an end within
itself, but rather a beginning to a happy, productive,
and successful adult life. To do this, teachers and
administrators must be certain that we have the
components in place to insure for our students a
smooth and successful transition from school to the
w orld beyond .
By focusing on these four components of d ata

"Education is what you have left a fter you've forgotten all that yo u have learned."
Santayana
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Making Treaties: One Student's Experience
with Role Socialization
Evelyn D. Horn
then examined in light of their imp li cations for
teacher education programs. Several recommendations are made to reduce the need for treaty-making, and finally some conc lusions re drawn.

Evelyn Horn is an experienced K- 12 teacher who has
taught both in the United
States and overseas. Most
recently, she worked as Director of Student Teaching at Indiana University South Bend . Her
academic degrees include a
BS from Ball State University and
an MS from Indiana University.
She is c urrently pursuing a doctoral degree in Curriculum and
Instruc tion at Indiana University.

Methodology
Data Sources: The 22-year-old elementary education
major who agreed to participate in the study was a
ma le student by the name of Ben Cook. (Pseudonyms are used for all participants in this study.) Ben 's
cooperating teacher, Rita Hildreth, was a third grade
teacher who had taught in a small rural school system for over 30 years. She regularly requested student teachers and had supervised over 50 of them .
Ben 's university supervisor, Susan Smith, was a university supervisor and doctoral student at Ben's university
with 12 years of teaching experience.
The Director of Student Teaching and tw o of
Ben's professors were also interviewed during the
course of the study. The student teaching handbook
was c losely examined, along with student teaching
evaluation forms, and some of Ben's lesson p lans.

Abstract

This paper presents an interpretive study of a 22
year old student teacher who because of an earlier
failed field experience, decides to do whatever it
takes to pass student teaching. This includes making
tacit treaties with his coopera ting teacher and
involves issues of curriculum development, autonomy, and interpersonal relationships. Some of the recommendations of this study include: 1) the use of a
"letter of expectation" by the student teaching triad
for clarifying individual role expectations; and 2) the
use of letters of recommendations rather than final
evaluation forms in student teachers' placement
files.

Data Collection and Analysis: Interviews and observations were the primary source of data col lection.
Fieldnotes, taken during the fifth through the ninth
week of Ben 's 10-week student teaching experience,
included interactions between the student teacher
and the cooperating teacher as wel l as with the students. In-depth interviews, structured and unstructured, occurred weekly. The student teacher was
given an opportunity to respond to the study before
a final draft was written.
The fieldnotes were intensively reviewed and
analyzed for general categories related to student
teaching. Later, specific themes emerged which
centered on: 1) frustrations; 2) the division of teacherrole and responsibilities; and 3) the tacit "treaties"
that took place between the student teacher and
cooperating teacher. Additional confirming and disconfirming information was sought in the field once
these themes emerged.

In a broad context. socialization refers to learning
one's place in society, learning what the rules are,
and then learning how to play by those rules so that
one "fits" comfortably into the existing culture (Popkewitz, 1985). Many student teachers quickly learn to
conform to their cooperating teacher's
"rules of
the game." They know hiring personnel will place
considerable weight on their cooperating teacher's
final evaluation (Knowles, et. al., 1994) and a positive
one will increase their chances of securing a teaching position (Zeichner & Liston, 1987; Pruitt & Lee,
1978). In the process of conforming, however, they
may lose their voice and feel powerless (Giroux &
McLaren, 1987).
In an effort to contribute to the growing body of
literature in teacher socialization, this paper reports
the findings of an exploratory study that involved the
shadowing of a male student teacher during his student teaching experience. After a discussion of the
methodology used, the central theme of "treaties "
between the student teacher and the cooperating
teacher is explored. The results of these treaties are

Setting: The K-3 school that ben was placed in had
350 students and a teaching staff of 14, including
one male. There were 22 children in Ben's classroom,
12 girls and 10 boys, all Caucasian and, for the most
part, from lower to middle-class backgrounds.
Ben's classroom was bright and spacious. Everywhere one looked, there was something to see posters, games, science projects, handwriting c harts,
alphabet letters and class rules. The children's desks
were arranged in groups of four and there were two
large horseshoe-shaped tables, one in the front and
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Ben ' s cooperating teacher gave the children daily
assignments from several workbooks, plus written
assignments. She had established a daily routine at
the beginning of the school year and wanted Ben to
follow it. Ben described his initial reaction:
The first day I was stumped as I watched Mrs.
Hildreth put the children through their paces.
First they had spelling and an assignment.
Then they opened their phonics workbook
and were assigned a few pages. Next came
math and an assignment and finally an
assignment in their English skillbook . All this
was done in about 30 minutes and then the
children had the rest of the morning before
recess to get their assignments done. Bang,
Bang, bang. I was like, my God, what is she
doing to these kids? She ' s loading them
down, not even giving them time to get all
their work done.
Even though Ben had some misgivings about what
was going on, he did not press the issue, especially
after his earlier field experience.
The two times Mrs. Hildreth asked Ben to prepare
a unit plan, she gave him the material she wanted
him to use. Ben related this example:
We got some tadpole eggs in the mail. She
whipped out this unit on living things for me to
do. That was nice of her but I had some ideas
of my own. I shared my ideas with her; however, she still wanted me to follow the format
of her unit.
Although he had little control over the curriculum, he
was given free rein when it came to designing the
numerous bulletin boards in the room . He also made
learning games that supported Mrs. Hildreth 's lesson
plans.

one in the back of the room . Two features in particular bear mentioning . The first was piles and piles of
workbooks that lined the bookshelves at the back of
the room . Another item of interest was the child-size
desk abutting the teacher's desk. It was placed there
by the cooperating teacher for the student teacher.
Limitations of the Study: This study should be considered an exploratory one for the following reasons . IT
was my first time in the field as a researcher, although
I was an experienced K-12 teacher and had worked
a year as a Director of Student Teaching and university supervisor for a midwestern university. Because the
process of finding a student teacher wi lling to participate took longer than anticipated, I had to rely upon
Ben 's recollections of the first four weeks of his student teaching . Due to these limitations, this paper
should be considered an exploratory study.
Treaties of Student Tea ching

In the Shopping Mall High School, Powell, Farrar,
and Cohen (l 985) refer to the "treaties " that students
make with their teachers and vice versa. For example, a teacher may give a passing grade to a student who attends class, but does little work; or students may be given less work to do as long as they
stay reasonably quiet. They note:
Agreement (between teachers and students)
is far more common than antagonism . . . .
peaceful coexistence seems preferable to
outright conflict . . . . Teachers and students
have more subtle ways of accommodating
either differences or similarities; they arrange
deals or treaties that promote mutual goals
or that keep the peace. (p. 68-69)
In a similar vein, I began to notice several unspoken
treaties going on between Ben and his cooperating
teacher. Unlike formal negotiations where give and
take occurs, these treaties happened silently and
without negotiation . The predominant treaty looked
like this:
Ben will do whatever it takes to pass student
teaching and his cooperating teacher will
give him a positive, final evaluation.
It's difficult to imagine a student teacher this subservient, but Ben had his reasons. He had gone
through an earlier unpleasant field experience in
which the supervising teacher failed him for arriving
late to class three weeks in a row. Neither Ben nor his
supervisor were able to repair the damage, so Ben
had to re-take the course. After this experience, he
refused to take any risks during student teaching,
especia lly since he had already switched majors
once and was heavily in debt . Several sub-treaties
developed from this overarching treaty. One subtreaty could be stated like this:

Autonomy:
The cooperating teacher stays in the cla ssroom and grades wor kbooks; the student
teacher gains free time but gives up some of
his autonomy.
Mrs. Hildreth preferred staying in the classroom where
she could keep an eye on things and grade workbooks. Her philosophy for doing this was simple:
I want to see where Ben is making mistakes so
that I can help him and I can't do that if I'm
not in the room. You have two teachers in the
classroom, and you want to take advantage
of having a student teacher. I thought the
children got more individual attention with
both of us in the classroom.
Even though Ben "loved it" when she left the room to
run a brief errand, he realized how much she helped
him by grading over one-hundred workbooks a day,
and other miscellaneous papers. Her assistance
made it possible for him to hold a part-time job in the
late afternoons and evenings - eventhough this
practice was strongly discouraged by the Director of
Student Teaching .
I asked Susan Smith, Ben 's university supervisor, if
she had been surprised by Mrs. Hildreth 's constant

Curriculum Development:
The cooperating teacher makes all the major
curriculum decisions; the student teacher
designs learning games and creates bulletin
boards.
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presence in the classroom . She responded:
No, not really. I leave that up to the cooperating teacher. She probably thought he was
teaching on his own. It was probably just her
habit to stay in the room, and she probably
thought, "Why should I drag all my workbooks
down to the teachers ' lounge and grade
them there?

cooperating teacher.
If Ben had been allowed to teach on his own, he
would have learned more about the inner resources
he possessed or lacked and would have learned if
he had what it takes to teach. As it was, he learned
to adapt to a cooperating teac her who didn't want
to let go. He learned that to get a positive evaluation, he needed to play the role his teacher had designated for him .

Because of Mrs. Hildreth 's continual presence in
the room, two other related sub-treaties became evident:
Interpersonal Relationships:
The cooperating teacher interrupts and disciplines the students whenever she feels it's
necessary, but the student teacher gets
backed up by the teacher when he needs it.
The cooperating teacher handles the emotional needs of the children while the student
teacher handles the simpler day-to-day routines.
Mrs. Hildreth felt free to interrupt Ben 's teaching when
a c hild misbehaved or when she felt the whole c lass
needed reprimanding. Ben put up with these interruptions because Mrs. Hildreth backed him up when
he needed it. An example illustrates this point:
After a few minutes, two boys started fidgeting and whispering. Even th ough Ben cautioned the two boys to stop, they didn 't . Mrs.
Hildreth looked up from grading workbooks
and said, "Stop it now! Pay attention to Mr.
Cook." The two boys quieted down immediately.

Discussion

Ben very much wanted to "fit in " and was therefore willing to sacrifice his own ideas and conform to
the cooperating teacher's expectations to win her
favor. His earlier failed field experience accounted
for his cautious attitude in dealing with Mrs. HIidreth
and why he didn't overtly question her decisions.
Mrs. Hildreth's division of the teaching-role and its
responsibilities (See Appendix A) left Ben with little
power or authority of his own, especially when it
came to discipline. This proved true in other situations
as well. For example, if a parent walked into the
room, Ben would greet the visitor, but Mrs. Hildreth
took charge of the conversation.
Not all experiences are like Ben's. Not all students
feel as th ough they have to wholly conform to the
cooperating teacher 's wishes, but many do, especially since their final evaluation may greatly influence whether or not they eventually find a teaching
position .
Implications and Recommendations

How might future student teachers ' placements
be looked at differently in light of Ben 's experience?
How could student teachers be made to feel less vulnerable? How can the relationships among the triad
(i.e., the student teacher, the cooperating teacher
and the university supervisor) be clarified and
improved? This section will address these questions in
light of the study's findings, as well as offer some recommendations.

Ben had hoped to learn how to handle emotional c hildren while student teaching . He found that
whenever a child c ried o r was upset, Mrs. Hildreth
quickly stepped into the breach, leaving him to deal
with the daily, routine matters such as collecting
lunc h money and "rotating " the workbooks. After
one such trauma involving a young boy who cried
because of a failing grade on a test and was comforted by Mrs. Hildreth, Ben remarked :
That's what I thought student teaching would
be about - learning how to deal with emergencies. I especially wanted to learn how to
handle emotional child re n but Mrs. Hildreth
always took care of those types of things.

Teacher Educators:
Th e way in whi c h coope rating teachers are
selected, as well as the issue of placement sites, is
one area where tea c her educators urge "drastic
measures" (Knowles, et .al., 1994). Goodman (l 986)
re commends that faculty assist with the development of placements so more placements that
encourage inn ovation and experimentation are
available . The findings in this study suggest placements need to be screened and periodically
reviewed for their current value and authenticity in a
student teaching program.
Rather than stepping into an already-prepared
role, sh,.1dent teachers need to learn how to negotiate their own role so that the student teaching experience is not trivialized. Knowles, et.al ., (l 994) forewarns student teachers: "Negotiating a role with your
cooperating teacher may be the most important act
associated with your beginn ing work in schools ."

Results of Treaties: The Lessons Ben Didn't Learn

Ben had little time to "read" the chi ldren
because his first priority was to "read" the teacher.
He never learned how to learn from failing, nor did
he learn the joy of succeeding on his own. He never
had to make any major decisions so he never
learned the consequences of his actions. There was
little need for him to innovate because nearly everything was given to him. He was never fully tested by
the ch ildren so he never learned if he had what it
takes to discipline a class. He never learned to set his
own pace bec ause he marched to the beat of his
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Teacher educators can assist students in reflecting
upon this negotiation process by having students
read (and write) relevant case studies. Role-playing
techniques can also be combined with the case
method approach to facilitate discussion. Communication skills can be enhanced by practice. (Principia
College in Elsah, Illinois offers an intriguing "Counseling and Communication " course based on Paulo
Freire's method of teaching discourse.)

Conclusion
As stated earlier, this study should be considered
an exploratory one; however, as an experienc ed
educator, I believe it is an accurate representation of
what can occur during student teaching . The findings in this study suggest that some student teachers
will unthinkingly conform to their cooperating
tea c he r's role expectations and engage in treatymaking, rather than negotiate an appropriate role
for themselves. All those connected with the student
teac hing experience have a unique opportunity to
make the student teaching e xperience a more
e xpansive, liberating one by preparing student
teachers for this important step in their teaching
career.

University Supervisors:
One way of negotiating roles and facilitating
communication about student teaching expectations is through an informal " letter of expectation "
(Grant, 1975; See Appendix B.) As Director of Student
Teaching at the University of Wisconsin, Grant states
that a "letter of expectation " accomplishes the following goals:
l) serve as a vehicle for meaningful dialogue
for members of the triad throughout the
semester;
2) enable each member of the triad to think
through and express in an organized way
his/her initial expectations;
3) serve as a guide for planning the semester
experience;
4) serve as a point of reference in evaluation
of the experience .
While leaving the format of the "letter" to the discretion of the student teaching triad, expectations can
cover general teaching areas, and at the same time
be tailored to meet more specific requirements, such
as the amount of time the student teacher needs to
be left alone in the classroom with the students. The
"letter" is drafted early on in the student teaching
experience by the university supervisor and can be
reviewed and/or modified throughout the experience as needed. The letter gives everyone involved
in the triad an opportunity to discuss beforehand
what individual expectations are for each member
of the triad. It also allows the student tea c her an
opportunity to negotiate an appropriate role .
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Directors of Student Teaching/Teacher Placement
Offices:
Some Directors of Student Teaching and Teacher
Placement Offices (other than Ben's) prefer to keep
final evaluation forms confidential rather than to
share them with potential hiring personnel. Instead,
student teachers are asked to request letters of recommendation from their cooperating teachers, university supervisors, faculty, etc. , which are then
copied and sent on to hiring personnel. Cooperating
teachers often have mixed feelings about evaluation
forms because they realize that if they include negative (albeit constructive) criticism , their student
teachers may lose out on future job opportunities. At
the same time though, they want to evaluate their
student teachers as honestly as possible without sugarcoating their performance . The above proc edure
negates this dilemma, and allows student teachers
more freedom in their relationship with coope rating
teachers.

Appendix A
Role and Division of Teacher Responsibilities

Mrs. Hildreth
(The cooperating teacher)
Does the curriculum planning .
Gives Ben directions.
Handles emotional children.
Attends day meetings and night meetings.
Disciplines and backs up student teacher with disciplining .
Works with high reading group .
Grades papers and workbooks throughout the day.
Handles parent interactions.
·
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Ben
(the student teacher)
Makes bulletin boards and designs learning games.
Implements teacher's directions.
Take care of routine chores; attendance; lunch
money, etc.
Attends day meetings.
Disciplines students.
Works with medium reading group.
Grades whatever Mrs. Hildreth does not complete.
Greets parents.
Walks children to special subjects/recess/lunch.
Monitors boys' bathroom.
Moves furniture as requested .
Cleans up student work areas over Spring vacation.

*

Expectations of Cooperating Teacher:
*
To be honest and open in my feedback.
*
To be available to talk over concerns.
*
To feel comfortable expressing my perspective
on situations.
*
To feel comfortable expressing my perspective
on situations.
*
To share suggestions and ideas.

Appendix B

From the student teaching handbook at the University of Wisconsin:
The student teacher will participate with her or his
cooperating teacher and the University supervisor in
the writing of a Statement of Expectations. As part of
this goal-setting process, the student teacher will
work with the supervisor and cooperating teacher in
setting up a program for the student's gradual
assumption of classroom responsibilities .... (p. l l)
And from the same handbook, a sample Statement
of Expectations: Expectations of myself (student
teacher)
*

To grow as a teacher, a student, and a colleague.
To learn about how to evaluate students and
develop a grading system .
To find my strengths and weaknesses as a
teacher.
To plan fun, purposeful lessons.
To keep the students' education as a number
one priority.
To be involved in lesson and unit planning.
To participate in staff meetings and conferences.

Expectations of University Supervisor:
*
To be honest and open in evaluations.
*
To be available for talk over concerns.
*
To share experiences, suggestions, and different
teaching methods.
Expectations of everyone in the triad:
*
To be open in communicating and to follow the
guidelines in the student teaching handbook.
*
To reflect together about teaching .
*
To grow from our experience together.

To gain experience in all subject areas, using a
variety of instructional approaches.
To positively reinforce good behavior.

Perceptions and Beliefs Regarding Men in
Elementa ry and Early Childhood Education
Allan F. Cook
writers refer to as the "feminization of American education. According to Johnson (l 989),
"This feminization of the teaching force, particularly at the elementary level, was one of
the most profound transformations ever to
affect American Education. The reasons for
this ... women were willing to work for less
pay than men because they had fewer
employment opportunities, women were said
to be more nurturant than men, and thus
were viewed as especially suitable for the
elementary grades : and, less explicitly,
females would be docile, dutiful, obedient
workers in the increasingly bureaucratic
school systems presided over by male administrators" .
Horace Mann, 19th century educator, observed that,
"Teaching has long been woman's work ... women
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the University of Illinois at Springfield. A graduate of the University of Illinois at Urbana-Champaign , Cook has taught
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Any discussion regarding gender and teaching
must be prefaced by a short discussion of what many
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are better suited than men to "begin the first work in
the Temple of Education' " (Hulsebosch, 1989), and,
according to Bradley (l 989), "the teaching of children was seen as a natural part of motherhood."
Many educators, as well as the public, now share
these beliefs. Most people, when asked to recall their
early school experiences, could probably count the
number of male teachers in that experience on the
fingers of one hand. The early part of our country's
history, however, describes teaching as a male-dominated profession. In 1828 there was no such thing as
a woman teacher. Paraphrasing one 19th century
school official, "It wasn't a woman's job and more
than milkin ' a cow was a man's job." (Clifford, 1989)
Teachers as a group in Colonial America were overwhelmingly white and male, largely middle-class,
young, and often (though not always) well-educated
(Rury, 1989). These young men often viewed teaching as a stepping stone to other professions, a way of
getting one's self established. School terms at that
time were relatively short, established around harvesting and planting times in many instances, and
men took these positions, often combining them with
other professions, despite the low wages. (Carter,
1989) As school terms were lengthened, however,
and credentialling requirements were established,
opportunities to combine teaching with other pursuits
were reduced. (Carter, 1989)
Horace Mann and other educational leaders
recognized that the drive for Universal Schooling
would necessitate bringing a vast number of new
teachers into the workforce. The hiring of more
women seemed to be the ideal solution. In addition,
the hiring of women provided an additional bonus,
the possibility of longer school terms for the same
investment in training. (Clifford, 1989).
The nation's wars also had a direct effect on
both sex's roles in education. Each war took men into
the military, depriving schools and colleges of male
students and teachers. By 1870 nearly two-thirds of all
teachers were female, by 1900 almost three-quarters.
World War I saw over 50,000 men leave the teaching
profession and never return, and by 1920 an all-time
high of eighty-six percent of teachers were female
(Clifford, 1989). By the 1920' s, according to Carter,
"teaching was the second most important occupation among native-born white women of native
· parentage." (Carter, 1989) Add the contributing factors that urban school districts were simply unable to
attract and retain men in a job that paid poorly
compared to other jobs available to men (Rury,
1989), and the fact that the wages offered to
women were even lower than those paid to men
(Carter, 1989) and it is no surprise that "by the midl 930s teaching had become firmly identified in the
popular consciousness as 'women's work"' (Rury,
1989)

the elementary level, has become sex-typed as
women's work." "Gender plays a decisive role in how
the teacher define their profession in at least two
ways: first, in its influence upon their choice to
become teachers, and second, in its influence in
establishing the criteria that define a professional
teacher." (Hulsebosch, 1992)
Measor and Sikes (l 992) observe that "most societies prescribe different activities and characteristics
for males and females, which may come to be seen
as 'natural ' by the people involved." Social and cultural patterns, and the social characteristics of being
a man or a woman all contribute to the definition
and role defined by society. Gender stereotypes are
cultural constructions rooted more or less firmly in perceived reality. (Clifford, 1989)
"The expectation is that women will be found
working in 'traditional", 'feminine' areas. Thus
it is seen as 'natural ' for women to work with
young children and to adopt a caring mother /teacher role. Conversely, male teachers in
. . . schools are often viewed with suspicion
and their sexual orientation may well be
called into question."
Given these perceptions, it seems natural to ask, why
would men choose to go into teaching, particularly
at the elementary or early childhood level? What is
characteristic of men who do make this career
choice?
Robinson (1988) reports that the male preschool
teachers he studies were not very different than their
female colleagues in the results of a paper-and-pencil personality profile, but were quite different than
men in other fields, in this case, engineering . The
male preschool teachers were supposedly providing
a more masculine experience for the children in their
care, but this was apparently not the case. Robinson's teachers also tended to be less concerned with
"getting ahead." Their jobs were chosen for altruistic
reasons, rather than money, prestige or power.
According to Clifford (1989), men will, on average, teach more older than younger students, teach
more boys than girls, and teach the "harder" subjects. Most men typically decide to enter teaching
later than women. Men also tend to concentrate
post-graduate study on subjects required for certification as administrators. (Lortie, 1975) Mason (1961)
found that 71 % of the men he studied intended to
leave the classroom eventually. His figures cite 51 % of
those men choosing to go into higher positions in
education, and 20% choosing to go outside of the
education field . Pay, salary, and standard of living
were all factors that would lead to such a decision,
and married men were more likely to express such
economic concerns. Robinson (1988) found that two
years after his study 70% of the male preschool
teachers had left the profession, as opposed to 35%
of the women and 30% of the engineers. "When
asked what would have kept them in child care,
one-half of the men responded 'more money."'
"Statistically, the typical American teacher is white,
a politically inactive member of the Democratic party,

Gender and Stereotypes

Teacher gender has been a topic of discussion
for most of the past two centuries (Clifford, 1989).
According to Rury (1989), "teaching, particularly at
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in her early 40's, married, and the mother of two children. " (Laird, 1988) A review of literature suggests
that he believed that more men need to enter the
teaching profession is not strongly supported by any
research. Brophy (l 985) suggests that male and
female teachers are much more similar than different
both in their general approaches to instruction and in
their interactions with male and female students. Brophy states that "sex differences in student's clas~room experiences are not due to the sex of their
teachers and are unlikely to be changed significantly
by infusing more males into elementary reading and
language arts courses."
Why then, should there be a continuing and pervasive concern about the lack of men in the elementary and early childhood classrooms? Perhaps it is
best explained by Jarolimek and Foster (1976) when
they state that
"A broader range of role models will need to
be presented to young children as a part of
their formal education than has been the
case in the past. Boys and girls should
encounter models of men and women in a
variety of occupations ... they must also
learn that there is nothing wrong with a
man's being engaged in any .. . occupations that have traditionally been associated
with women. The opportunity for choice (in
conducting their lives) will not exist if children
are taught that all men and women must
conform to the sex-role stereotypes that have
prevailed through the centuries."

a forty-nine percent return rate . The survey itself was
prepared on a Macintosh Quadra 610 personal computer using MacSurvey software, and results were
analyzed using the same program.

The Participants
Surveys were distributed to students enrolled in
upper-division classes in the College of EduC:a_tion. (?f
the individuals who voluntarily chose to participate In
the survey, approximately 25% were male. Elementary majors comprised 54% of the respondents, 73%
were seniors or graduate students, and approximately 66% were 26 years of age or older. For approximately 45% of the students, education was not their
first choice as a career. The majority decided to
enter education after finishing high school (age 19 or
older), and 93% were sure they would find satisfaction with a career in education. Eighty-nine percent
plan to stay in education upon graduation.

A Brief Summary of the Answers

7. What are commonly held opinions regarding
the gender of prospective teachers in elementary
and early childhood education?
• Who is most effective in an elementary classroom?
--According to the research, men have traditionally been assigned to positions in intermediate classrooms with greater frequency than to positions in primary classrooms. Thirty-three percent of the men felt
that men were more effective, only fourteen percent
of the women agreed. The majority of men and
women felt that gender did not make a difference.
• Who is most desirable in a primary/early
childhood classroom?
Sixty-six percent of the men said women were
more desirable. The majority of women said that gender did not make a difference.
• Who is most desirable in an intermediate
classroom?
Nearly seventy-nine percent of the women said it
made no difference, while fifty percent of the men
felt men were more desirable.
• Most male teachers will choose to go into
administration.
Seventy-one percent of the respondents either
agreed or strongly agreed with this statement.
• Teachers are as highly regarded as members
of other professions.
Eighty-one percent either disagreed or strongly
disagreed with this statement.
• Male elementary/early childhood teachers
are highly regarded by males in other professions.
Ninety percent of the respondents disagreed or
strongly disagreed with this statement.
• Female teachers are given preference in hiring for elementary/early childhood positions.
Almost fifty-seven percent of the women thought
they were (agreed/strongly agreed). Nearly seventyseven percent of the men disagreed or strongly disagreed.

The Study
This researcher, having been a "rare bird" myself
in 1973 when he chose to seek a position in elementary school teaching, has always had an interest in
opinions society holds for and about men who
choose elementary or early childhood education as
their career. What is it about the job that would
attract a man to a career that is traditionally considered "woman's work"? Three questions regarding this
career choice presented themselves.
l . What are commonly held opinions regarding
the gender of prospective teachers in elementary and early childhood education?
2. What are commonly held perceptions
regarding the roles of men and women in
elementary and early childhood education?
3. What factors are important in choosing to
pursue a career in elementary or early childhood education?
Following is a review of the literature and a description and summary of the responses to statements
and questions designed to find answers to these
questions.
One hundred and fifty surveys were distributed to
students enrolled in upper-division education classes
in the College of Education's Department of Education of a large Northwestern university. Seventy-four
of these surveys were completed and returned giving
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• Education is a better career choice for a
woman than for a man .
Thirty-three percent of the men agreed that it
was, as opposed to only fourteen percent of the
women .

8. A career in teaching would still allow time to
be with (raise) my family.
9. I was inspired by good teachers I had when I
was in school.
10. I would have the summers off.
11. I would have job security with a career in
teaching.
12. Job skills learned in teaching can be easily
transferred to other professions.
13. Friends or family members are teachers.
14. A teaching job would provide good benefits.
15. It's a good way to supplement my family's
income.
16. Teaching seemed like an easy job.

2. What are commonly held perceptions
regarding the roles of men and women in elementary and early childhood education?
Traditional beliefs concerning gender roles in the
schools seem to be upheld by this survey. What writers refer to as "women's work" and "men's work "
seem to be clearly defined in the responses of the
students taking this survey. A majority of both sexes
believe that the teacher's gender is a consideration
in the placement of some children.
Women are still viewed as the caregivers. Seventy-two percent of the respondents believed that dispensing tender, loving care is a task most likely
assigned to women, while men were most likely the
ones who dispensed discipline, helpedwith coaching, breaking up fights, moving and repairing equipment. Sex education for boys is most likely assigned
to male teachers, while sex education for girls is most
likely assigned to female teachers.

Implications

Results of this survey indicate that perceptions
and attitudes regarding men in elementary and early
childhood education are consistent with the beliefs
and perceptions found in previous studies. Women
are still regarded as the nurturing caregivers resident
in elementary and early childhood classrooms, while
men are the disciplinarians, more often than not
using teaching as a stepping stone to an administrative position.
This survey needs to be replicated with a larger
number of participants, or at least a higher rate of
return. It would also be of interest to correlate results
of this study with the results of a Meyers-Briggs type
personality indicator to see if there are significant differences between men choosing elementary and
early childhood education as a career and men
choosing to go into other fields.
As stated previously, the literature indicated that
the simple presence of a male teacher in an elementary or early childhood classroom does not guarantee experiences any different from those provided by
a female teacher, and this researcher agrees. However, the belief persists, even though there is no
research to support it, that more men are needed in
elementary and early childhood classrooms . The
value provided by the presence of role models who
defy gender stereotypes and perceptions may be
immeasurable, and continued research in this area
may give clues to who these men are and how they
can be attracted in greater numbers to elementary
and early childhood classrooms.

3. What factors are important in choosing to
pursue a career in elementary or early childhood
education?
Elementary, early childhood and secondary education students were asked to list some of the reasons they believed people chose to go into the field
of education. The top sixteen answers were then
placed in the survey and respondents were asked if
the reason provided was very important, important,
or not important in their own choice of education as
a career.
The top four factors affecting the choice of these students were as follows .

l.
2.
3.
isfying
4.

.1wanted to help children succeed.
I wanted to make a difference.
Teaching seemed like it would provide a satcareer.
I love kids and enjoy working with children.

Seventy-three percent of the female respondents
indicated that the challenge of teach ing was very
important in their choice, as opposed to twenty-eight
percent of the men. Nearly ninety-two percent said
that the popularly held belief that teaching seemed
like an easy job was NOT important, and sixty-three
percent of the respondents stated that having a
friend or family member in teaching was NOT important.
Other factors follow, and are ordered by the percent claiming this was very important.
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these new faculty members in their career development. It is a disappointment that mentoring is not frequently utilized in the university setting, particularly
since all individuals in the re lationship benefit professional ly . Unfortunately, mentoring is frequently perceived as an additional responsibility and job for faculty who are typica lly overextended in their professional roles in the university system.
Mentoring can be described as an commun ication relationship in which a senior person supports,
tutors, guides, and facilitates a junior person 's career
development. In fact, mentors in the simplest sense
are informal tutors who take a parental interest in a
younger, less experienced protege. Such relati onships are important in the academic world at various
levels. International students are at multiple disadvantages, for they are learning a new language,
political system, and culture. Often, participation on
committee involves a mentoring relationship and
continual communication with a group of people
over time. It is crucial for graduate students to work
c losely with faculty, particularly international students
who critically need such experiences and frequently
feel alienated in the system. Shared research interests

Despite the growth of the Hispanic, and particularly the Mexican descent population and the legal
quest for equality of educational opportunities,
minorities continue to be severely under represented
in higher education . Se nior faculty who are more stable in their perspective positions, seem to play a
more active role than untenured faculty in recruiting
Hispanics. However, they fail to mentor and support
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are typical sources of developed mentored relationships. Mentoring relationships in which faculty members guide students' careers are seen as essential for
student success (Wiserman & Sanders, 1989; Bey, 1991 ).
When mentoring does occur, it usually involves
faculty who are secure in their professional jobs and
typically the graduate students who are mentored
are few in number and the mentoring is rarely consistent in content or format. Unfortunately, mentoring
on a university level occurs on a very limited level for
the international student. Studies have shown that
mentoring is typically limited to participation in professional organizations. Usually, the international student is not accessible during university break, weekends, and early arrival schedules of a university calendar. For example, many international students
return to the families, their pueblos, or relatives that
may live close by the institution. For many of th ese
students, returning to families may be a priority during
the holidays due to cultural or even economic reasons. As a result, these minority students lose valuable
opportunities with faculty members and their peers.
Mentoring in a broader sense needs to be examined
as well as effective strategies that build and strengthen the relationship between a student and faculty
individual (Bey, 1991; Little 1990)

years, I have consistently observed how students
obtain and secure information within the university
system. I have worked with many students, and have
witnessed difficulty and apprehensiveness with
regard to new opportunities. Many international students need opportunities to learn about the informal
networks that are established in an institution. Establishing networks, and building friendships requires an
investment of time from the student, and they may
view these social tasks as one of high priority or realize the importance. Over the years, I have had many
students who have felt alienated from the main flow
of information or activity of an institution. Frequently,
students who have formed alliances and networks of
support are more aware of academic and career
opportunities than those who have not formed collegial relationships. Often, many of the international
students with whom I work are in transition. They are
making numerous adjustments culturally, linguistically,
and institutionally. On the other hand, the majority
"cu lture students" are making much fewer adjustments, and are not in the transition crisis of the international student. Clearly, those students who have
had years of being in the university system, are academically at a better advantage than those who are
in the stages of adjustment.
Others report (Caldwell & Carter, 1993; Bey &
Holmes, 1992) that such support and mentoring is
necessary for all levels of individuals. For example,
networks of faculty operate as gatekeepers and
teachers for untenured or new faculty . Similarly, this
phenomena of gate keeping applies to graduate
students as well. As any new student is socialized into
the profession, many individuals do not have the
accessibility to faculty member, and lose valuable
opportunities for learning . One m ight envision the
mentoring relationship on a continuum, or even
developmental in nature. For example, for some individuals in the University, mentoring may simply involve
basic advising of the academic program. For other
faculty, mentoring may involve special projects, and
lengthy more in-depth contact. The support behavior
of a faculty member can be in the form of a traditiona I mentor-protege behavior, but it might be
expressed as one of reciprocal or collegial support.
The research on mentoring is vast, complex, and
diversified in focus. What seems apparent is that faculty consistently share stories of their former mentor,
and have difficulty in describing ways in which they
mentor their present students . Information is constantly channeled informally through certain individuals. For example, the political history of a department, certain professional etiquette and customs are
communicated informally rather than through a university policy manual. It is proposed that those individuals already in the system provide "survival " information to those who are entering a graduate
degree program or profession.

Mentors for Career Success
Mentors are valuable for career success for several reasons. First, academics like other professionals,
operate primarily through collegial systems. Information regarding policies, procedural changes and current issues is transmitted more rapidly through a communications network, rather than through memorandums or reports. Colleague systems develop through
shared academic issues within departments, and colleges. The field of education lends itself to mentoring
because of its "helping profession " nature. These systems can be informative, effective, and quite powerful. Standards for professional behavior and criteria
for evaluating teaching, research, and publications
in universities are largely determined by unwritten
rules handed down from one generation of scholars
to the next. Kogler, Bahniuk & Dobos (1989) point out
that it is not enough to be capable or talented, a
new faculty member or a graduate student needs to
be socialized into the profession by informal tutors.
Encouragement and Guidance
(Caldwell & Carter, 1993) have also argued that
academic success depends not only on hard work
but also on encouragement, guidance, support and
advocacy from those who are already established in
the system . Those who are already established in the
system have a sense of the political history. Established individuals know how programs have developed and have changed over time. Also, experienced students have a sound knowledge base of
the expected behaviors in terms of evaluation and
continued university work opportunities. Typically, the
individuals who are established in the system will
obtain or retain assistantships, fellowships, or special
research assignments because they have daily
access to the opportunities or news.
As a university faculty member for over twelve

The Realities of Mentoring
Three realities are clear in the academic setting .
First, mentoring is a very obvious important ingredient
for caree r success (Kogler et al, 1989; Wiserman &
Sanders, 1989). Second, minority students are restrict-
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ed in forming mentoring relationships with faculty
because minority studen ts are severely limited to
adequate role models and mentors in the university
setting. Clearly, minorities are under represented at
most universities and colleges, and subsequently,
minority students lack role models. Research (Hall &
Sandler, 1983, Kigler, Hall & Dobos, 1989) has shown
that the majority of successful individuals have had
mentoring relationships in their career development.
Conrad (85) stated that individuals in fact gain
power when they form and maintain a strong
alliance with other colleagues. Certainly, this alliance
communicates a collective power among individuals. This collective power is easily understood in terms
of committees which are the arm of decision making.
Frequently, graduate students restrict their communication strategies, and tend to use th e formal
rather than the informal communication channels.
This particular behavior seems to be also prevalent
among many minority students entering into the university system. Informal avenues of disseminating
information have historically been dominated by the
majority culture and language. For examp le, the
number of male dominated social organizations is far
greater than minority or female organizations. Similarly, business is intensely conducted in the dominate
organizations which are comprised of the majority.
Socially, one might argue that many students, particularly the international students, have been conditioned to keep work discussions out of social functions. These new students are in the initial stages of
learning social and work behaviors and the message
they are receiving is one of incongruence. For example, to discuss work in social settings is valued by
those familiar with the social and cultural c limate .
However, for new students, particularly internationals,
discussion of work in social settings is regarded as
inappropriate.

tions I have experienced as a former student, and
teacher. Th ese strateg ies can be general ized to
other mentoring relationships. They are based on four
assumptions: (l) mentoring involves co ns istent
encouragement, (2) mentoring must include clear
guidance, (3) mento ring involves emotional and
inte llec tual support and, (4) one must learn to be
one's own best advocate.
Informal Strategies
Informa l strategies are very important for students, but they are not effectively utilized . By not
using the informal channels, students severely restrict
their opportunities for success. Informal strategies, like
all others, require a degree of organization and commitment. The informal avenue of comm unication is
exciting and powerful, and is an approach that most
individuals who are familiar with the system or who
have experience and time in the culture use. extensively. The informal approach is based on capitalizing
on the informal activities th a t occur naturally
between individuals. For example, luncheons, dinners, and social outings all lay the ground-work for
exchanging information. An informal situation is typically not threatening to either party. It can easily be
argued that many students, and especially international students typically separate the two arenas, the
work world and the social world . In fact, many individuals believe that to mix informal encounters with
business is inappropriate. However, the dominate
players in our society conduct business continuously
in social situations. Our international students need to
learn how to exercise this right as well.
Tak in g advantage of convenient times for
exchange of ideas is extremely important. Ta king
walks with colleagues is an exercise frequently done.
One should utilize these walks and e ngage in the
exchange of ideas, perspectives, and new projects.
Th e exchange of notes, phone cal ls, and spontaneous chats are clearly communicati on bridges for
later projects. Communication is constant and necessary, and often, it occurs too late. Openness and
spontaneity in sharing ideas opens the doors to projects, research studies, and increased professional
development for both parties. Such commu nication
a lso provides multiple opportunities for faculty to provide guidance, feedback and encouragement.

Strategies of Mentoring the International Student
The mentoring system as it currently operates
tends to bolster the professional development of the
majority and to deny the minority the same help in
advancement. As an Associate Professor in Early
Childhood Education, and working with numerous
international students, I frequently strive to foster professional development through a mentoring relationship. Reflection, and assessment of our communication strategies helps us develop strategies that are
effective and beneficial for our students. The present
paper presents four areas of mentoring developed
by the author, and examples within each area. These
include: (1) Informal Strategies, (2) Formal Strategies,
(3) Instructional Projects, and (4) University Based
Activities. In most university settings, formal mentoring
programs are not available, and the need for such
strategies is critical.
The following strategies are suggested communication approaches. They were developed from the
many interactions that I have experienced as a
teacher trainer. These strategies have evolved over
time, and are clearly built on many positive interac-

Formal Strategies
Professional conferences are a typical example
of a formal strategy. Formal strategies seem to be the
most familiar to students. These strategies are traditionally familiar arenas to exchange information and
mentor individuals so that graduate students can
participate and assist faculty in conference presentations, planning committees, or simply as session
facilitators. By attending a professional conference
with a faculty member, the student meets other university professors and graduate students, and th ey
can begin to build their own social network of interest. Attending conferences also enables graduate
students to familiarize themselves with all the economic, academic and political issues within the
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ter understand the university system, and prepare
them for their careers.

activity. Another formal strategy is the professional
meeting, working ·with faculty enlightens the student
by working under time lines in motel roof1:s, and
organizing sessions under stress and unpred_1ctable
events. Mentoring in a formal manner should include
combi ned research interests of faculty and graduate
students.
Research skills of a faculty individual must be
shared, discussed and exercised in this relationship .
Experience of a faculty member can encourage
graduate students in developing skills they will nee?
in the future. There is no substitute for shared enthusiasm regarding a research problem. When this occurs,
faculty need to help students carve out their interests
and reflect on what the international student wants
in academia.

Summary
Graduate students need to be socialized into the
profession by informal tutors and supportive mentors.
Specifically, the informal mentoring system within a
university needs to aggressively support the professional development of all students. Students in all
areas of academic encounter a variety of barriers.
Informal communication systems are powerful and
critical in the professional development of any individual. International students need opportunities to learn
to use informal and formal situations in mentoring.
Support and guiding behavior of a mentoring
relationship was presented in four areas: 1) Formal, 2)
Informal, 3) Instructional Projects, and 4) University
based activities. As professors in the university setting,
our teaching responsibilities go beyond the wall of
the classroom. Our knowledge base involves more
than specific skills and subject matter. Mentoring is a
crucial responsibility if we want our students to understand the value of an informal colloquial support network and to ensure their success. As other
researchers (Head, Reiman & Sprinthall, 1992) have
pointed out, for real mentoring to occur, true dialogue must take place between mentor and student
on an honest, consistent level.

Instructional Projects
A third area of mentoring is through faculty and
student instructional projects. It is not uncommon for
university faculty to over-extend, and "burn out" from
overload of work. This situation is particularly apparent, given the status of the current economy. The less
experienced graduate student would reap many
rewards by participating and contributing to instructiona I projects jointly with a faculty member. For
example, an instructional project might be team
teaching a class, researching and revising a syllabus,
or writing a proposal.
Graduate students are frequently placed in positions requiring skills they haven't had opportunities to
develop. Even more important, graduate students
report that they are not given the support through
strong role models. I have worked with many students
who want to work closely with an advisor, and create
new projects beyond the classroom. University faculty need to tap into the international student as a
valuable resource, and academic partner. Utilizing
the talents of our international students only strengthens our own professional goals, and academic programs. We need to take the time to say, "Join me on
this project. It may be of interest to you or you may
develop some research experience. " Another example may be when a faculty enables a stud~nt to
operate a variety of media equipment or share 1n_ the
learning of a new compute r program . Appropriate
foundations for professional growth clearly require
time, consistency, and respect for the partnership of
ideas.
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University Based Activities
Mentoring involves guidance in academic advising, and a great deal of encouragement. For university based activities, the mentoring strategy may
range from academic advising to analysis of career
choices. The international student critically needs
workshops and seminars on the policies and procedures of an institution. The policies and procedures
that seem so redundant to a faculty individual may
be perplexing to a student. Familiarizing the student
with the mechanics of other departments and functions is supportive and helpful . It will help them to bet-
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Abstract

experience as they begin their caree rs. In the
absence of teacher induction programs. novice
teachers have been left to fend for themselves and
to discover for themselves the answers to the question of "how we do things here ." However, in many
instances, not only has the system done nothing to
assist new teachers with the transition process, it has
routinely set up road blocks for them as well. These
road blocks have taken a variety of forms, such as
being invited to serve as the cheerleading sponsor,
having the least user-friendly teaching schedule, and
being given the honor of teaching the classes no
other teachers want.
Juxtaposing the following assertion of Glasser's
with the common reality of an absence of teacher
induction programs in many schools reveals a glaring
discrepancy: "Teaching is a very hard job that needs
ample compensation and considerab le on-the-job
training for the lifetime of the teac her. Less than this
will not suffice" (1992, p . 24). Certainly there is a need
for what Glaser refers to as "on-the-j ob training. "
However, there is also a need for personal guidance
at th e preservice level, as well as at the inservice
level.

In th is paper, the authors describe the development of mentoring relationships at the preservice
and the inservice teacher levels. The focus is on:
those attempts that produce significant connections
between the people involved in the mentoring
process. the variables which set successful mentoring
experiences apart from less successful attempts. and
what can be done to establish organizational cultures which facilitate mentoring . Scenarios illustrating
both informal and formal mentoring relationships are
featured .
Glasser ( 1992) asserts that being an effective
teacher is society's most difficult job of all. He points
out that most managers manage workers who are
fairly cooperative, find their jobs somewhat need-satisfying, and want to be there . However, the classroom provides an exception to this statement. Glasser conc ludes that in schools there are .. .
teachers and administrators trying to manage huge numbers of students who actively
and passively resist what they are asked to
do. From the superintendent down, all school
managing is difficult, but teaching - the daily
face-to-face managing of many resistant students - is not only the hardest job in the
school, it is the hardest job there is. (p 17)

Overview

This paper describes some of the formal attempts
that have been made at tea che r indu ction and
mentoring programs . However, the authors ' main
purpose is to explore what happens in the absence
of formal programs; to answer questions related to
how individuals go about seeking out mentors, both
a t the preservice and inservi ce leve ls; and to
describe what can be done to establish organizational c ultures which facilitate mentoring .
Because mentoring involves interpersonal rela-

Helping or Hindering

Launching then from the premise that effective
teac hing is a diffic ult - if not the most difficult - task, it
is at the least curious and at the most disturbing to
note that, historically, little attention has been given
to the enculturation proc ess which new teachers

37

(soon to be her 90th), and phone calls. Obviously,
she has functioned as a significant other for me and
has exerted a positive influence on my life. Her influence has evidenced itself in my choice of college
majors, my decision to teach language arts, and my
desire to remain in education. In the absence of any
formal mentoring programs, Mrs. Crestodina provided me with the guidance, reassurance, and counsel
I needed to ease into and out of a number of transitions througho ut m y career.

tionships, the authors illustrate their points by sharing
some of their own experiences with both sides of the
mentoring p rocess. Consequently, they utilize the first
person in relating mentoring scenarios. These examples are denoted by the use of italics.

Just When Does Preservice Teacher Mentoring Begin?
I had never heard of the term mentoring when I
first met Marjorie Crestodina, and certainly no formal
mentoring program was in place at the K- 12 school
where she taught Junior high English and I was a seventh grade student. I also had never heard of any
student who d id not like and respect Mrs. Crestodina,
and I was no exception to that rule . Although I cannot recall a n ything revolutionary or extraordinary
about her teaching strategies or methodologies, we
a ll liked Mrs. Crestodina, in spite of her no nonsense
approach to teaching and her penc hant for having
us diagram sentences.
One of the many attributes that endeared Mrs.
Cres todina to her students was the fact that she
treated us with respect and dealt with us equitably.
As her student for two years and as her student assistant my senior year of high school (Remember Future
Teachers of America?), never did I hear her ridicule
students or speak disparagingly of even the most
incorrigible among us. Mrs. Crestodina made a consc ious effort to look past students ' shortcomings in
order to identify our strengths and discover our
potential.
Throughout my undergraduate years as an English major and an education major, as well as m y
years of c lassroom teac hing, master 's work, and
doctoral work, I frequently found myself at Mrs .
Crestodina 's doorstep. Although I never really articulated the reasons for my visits, I came to realize that,
in addition to offering me friendship and a so unding
board, Mrs. Crestodina provided me with the reassurance I needed at times when I was contemplating
major personal and career decisions. At one suc h
Juncture, I remember her looking me squarely in the
eye and stating matter of factly, "You have the ability to do whatever you want to do. You Just need to
decide what that is. ,, While I realize those words have
been spoken by and to multitudes of other people
before and since that moment, they were for me the
right words at the right time from the right person .
Coming as they did from someone whom I hold in
high regard and whom I consider a credible source,
Mrs. Crestodina 's words significantly increased my
self-confidence and enabled me to believe more
strongly in myself and in my ability to succeed.
Today I take great Joy in repaying this mentor for
some of the many kindnesses she has shown me over
the past 30 years, Just as I took great pride in eulogizing her upon her retirement from teaching when I
was a senior graduating from high school. At the
time, M rs . Crestodina commented on how it was
especially nice to be eulogized while still living. I continue to pay tribute to Mrs. Crestodina and to enjoy
her friendship through visits, birthday c elebrations

Review of the Literature
Within the framework of teacher induction, many
schoo ls now feature mentoring programs which
match novice teachers with experienced or master
teachers. At the preservice level, cooperating teac hers some t imes se rve mento ring ro les for student
teachers, and undergraduate education majors
sometimes view advisors and professors as mentors. A
review of the literature relevant to this topic reveals
that much has been written regard ing forma l mentoring programs, while relatively little has been written
about informal mentoring relationships.

The Need for Mentoring
The research on mentoring is dominated by discussion and evaluation of formal mentoring programs that focus on the professional development of
inseNic e teac hers and the teacher induction pro cess
(Bey, 1990; Neal, 1992; Odell, 1992; Wolffe, 1992). It
has been suggested that the assignment of an
appropriate support teacher is likely to be the most
powerful and c ost-effective inteNention in an induction program (Huling-Austin , Putnam , & GalvezHjornevik, 1986). Many studies point to the positive
outc omes of well-designed and well-implemented
mento ring and induction programs. Such programs
contribute to the rete ntion of teac hers; facilitate the
development of positive attitudes toward teac hing;
and, when foc used on enhancing professional skills,
can improve teachers' performan c e (FeimanNemser & Parker, 1992; Huling-Austin, 1990b; Klug &
Salzman, 1991; Yosha, 1991).
Howeve r, in order for tea c hers to reach the
indu c tion stage, they must first complete teacher
educ ation prog rams (Young & Johnson, 1993). For
this reason, the authors of this paper are interested in
e xploring the connections that informally support
preservice teachers, as well as the formal programs
and informal opportunities that support inservice
teac hers.

Mentoring Definitions and Roles
The dichotomy between the two types of mentoring, formal and informal, prompts the question:
What is an appropriate definition of mentoring?
Many definitions have been offered that foc us on
mento ring in education. One suc h example is the fo llowing : "Mentoring in educ atio n is an old practic e of
experienc ed teachers passing o n their expertise and
38

the role of responder every day in their c lassrooms?
Huling-Austin (1990b) asserts that when informal mentoring occurs, the responder style of mentoring is the
style likeliest to be implemented.
Within the context of preservice teacher preparation, the col league style of mentoring seems most
appropriately applied to individuals that participate
in field experiences: cooperating teachers and university supervisors. Many times mentoring is characterized as informal at this level as well. Studies which
focus on clinical supervision and mentoring demonstrate an absence of any agreed-upon definition of
what mentoring entails (Bova & Phillips, 1984; Little,
1990).
The role of initiator is most often the responsibility
of teacher educators and school administrators.
According to Thies-Sprinthall and Sprinthall (l 987), the
effects of the teacher educator mentor/protege
relationship is at least as powerful, if not more so,
than other mentoring dyads. Teacher educators must
be knowledgeable about effective formal mentoring
programs, while recognizing the potential impact of
informal mentoring connections.

wisdom to new colleagues faced with the challenges of merging theory and practice" (Bey, 1990,
p. 51 ). However, this definition focuses on inservice
teachers while ignoring preservice teachers. Anderson and Shannon (l 988), in an attempt to formulate
a conceptualization of mentoring, developed an
expanded definition. They describe mentoring as:
... a nurturing process in which a more skilled
or more experienced person, serving as a
role model, teaches, sponsors, encourages,
counsels, and befriends a less skilled or less
experienced person for the purpose of promoting the latter's professional and/or personal development. Mentoring functions are
carried out within the context of an ongoing,
caring relationship between mentor and protege. (p. 40)
Beca use this definition provides an opportunity to
view the significant connections developed in mentoring relationships through a wider lens than the definition offered by Bey (l 990), the authors have
accepted it as a foundational construct.
Many roles or functions of mentoring have been
reviewed in the literature. Likening mentors to
change facilitators, Huling-Austin (1990a) identifies
and defines the following three styles of facilitating
change.

Characteristics of Effective Mentors

What attributes characterize effective mentors?
Stoddart (l 990) argues that being an effective mentor is not synonymous with being a good elementary
or secondary teacher. Mentoring involves a new way
of thinking. "The art of mentoring involves making
explicit what is implicitly known" (Stoddart, p. 3), Kay
(l 989) offers the following principles for mentoring in
what is called the Responsibility Model for Mentoring.
• Self-reliance is facilitated when the protege
receives encouragement and unconditional
acceptance.
• The comprehensiveness of a mentoring effort is
a function of the resources and expertise
made available to the protege.
• People who are themselves self-reliant are
more willing and able to help others become
the same.
Conversely, Clemson (l 987) cites five reasons
why mentoring programs do not work: (l) spontaneity and fit; (2) mutual benefit; (3) multidimensional
relationships; (4) trust, time, and rewards; and (5)
effects -on the entire system. The diversity of the
research on attributes of effective mentors points to
the complexity and subjectivity involved in designing
mentoring programs.

Responders encourage the beginning
teacher to ask for help, and they in turn provide the requested assistance in the area of
concern.
Colleagues frequently initiate informal visits
with the beginning teacher, and, when the
beginning teacher expresses a concern or
problem, colleagues provide assistance related to the area of concern.
Initiators believe it is their responsibility to
facilitate the professional growth of the
beginning teacher to the greatest degree
possible. In addition to providing assistance
when requested , initiators regularly make
suggestions to the beginning teacher to promote growth . (p. 44-46)
Preservice Mentoring

Although the styles of facilitating change, as
described by Huling-Austin (1990a), seem focused on
inservice teachers, the authors of this paper suggest
that they also emerge at the preservice level. A previous section heading poses the question: Just when
does preservice teacher mentoring begin? A related
question is: When do individuals first become preservice teachers? Perhaps the most obvious response to
that question is that people become preservice
teachers when they decide that their undergraduate
major will be education. However, teacher educators
often hear many stories from education majors
recounting the impact that their experiences as
preprimary, elementary, and secondary students
have had on their decisions to pursue teaching as a
career. Could it be that effective teachers carry out

Benefits of Mentoring

In the U.S. Department of Education report What
Works (l 987), the link between teacher collaboration
and student achievement is clearly stated . "Students
benefit academically when their teachers share
ideas, cooperate in activities, and assist one another's intellectual growth .. . Good instruction flourishes
when teachers collaborate" (p.80). Danielson (1996)
echoes this conclusion and adds that mentoring is
one way in which teachers contribute to their profession.
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A review of the literature supports the assertion
that formal and informal mentoring facilitate teacher
collaboration at both the preservice and inservic e
levels and possess the potential to enhance the professional development of teachers . In light of this
conclusion, the authors further explore the impact of
mentoring on the preparation of preservice and
inservice teachers.

The Lara and Mike Story

It is one thing to recite examples of the mentoring
relationship, but yet another matter to understand
how and why mentoring relationships develop at the
preservice level. By way of offering a window into
these processes, the authors share the preservice
mentoring experiences of Mike and Lara, who currently are in their third year of teaching - Mike as a
fourth grade teacher, and Lara as an early childhood
spec ial education teacher.

Preservice Mentoring

As indicated previously, the majority of the mentoring which occurs at the preservice level is of the
informal variety. Three examples of preservice mentoring relationships are profiled hers.

Finding a Mentor

As undergraduates, Mike and Lara, each in their
own ways, developed mentoring relationships with
professors who taught courses in their majors. When
asked to reflect on when they first began thinking of
these professors as mentors, they both provided specific responses, Lara emphasizing that she remembers the exact day.
Within the c ontext of a reading methods course,
Lara asked the instructor some pointed questions
about whole language and its effectiveness. The
instructor's ability to articulate clearly her responses
to Lara 's questions and the instructor's willingness to
continue the conversation after class had ended
made a positive impression on Lara . Speaking of this
person who later became her mentor, Lara states:
She was able to talk to me in a way that convinced me of something. She made me
believe her, and so I trusted her. She demonstrated her c redibility to me in a variety of
ways . Consequently, I began to seek her
advice on matters related to school that
were beyond the scope of the courses she
taught, such as how I was going to afford to
return to college in the fall. These interactions
created a bond between us. (L. Beaver, personal communication, November 22, 1996.)

Filling Big Shoes

As an undergraduate, financial circumstances
made working part-time a necessity for me. Because
my major was child development, it seemed logical
to attempt to find a job that would serve the dual
purpose of priding both income and experience
working with young children. I succeeded in my
attempt, and, for two years, worked as a student assistant in my university 's laboratory early childhood
program, under the direction of Sylvia Klingman . I
have many happy memories of this time in my professional development.
Since I changed my major as a junior, I was ecstatic that I seemed to have found my niche after much
soul searching. As well as loving to observe and interact with the children, I found myself in awe of Ms .
Klingman, the director of the program. She was everything that I wanted to be - respectful of children,
always positive, encouraging, calm, extremely knowledgeable, credible, and articulate. I worked as many
hours as I could and was delighted when Ms. Klingman trusted me to facilitate the program whenever
she was absent (with a credentialed substitute present in the classroom, of c ourse). I really felt as though
I had become part of the fabric of this program, and
it was very difficult to leave Ms . Klingman and the
children upon my graduation.
A year later I returned to my undergraduate university to inquire about the graduate program. I was
surprised to find out that Sylvia Klingman was leaving
and was stunned when she asked me to apply for
her job. How could I ever walk in the shoes of this person that I strove to emulate? And, even more frightening to me at the time, how could I facilitate a mentoring relationship with the incoming preservice
teachers? It seemed like an awesome responsibility
to me. Although It was difficult to articulate, I knew in
my head and heart how influential Ms. Klingman had
been in my professional development.
I was gifted with the opportunity to walk in the
shoes of my mentor, and 22 years hence, I still savor
the memories of my first teaching position and my first
"teaching ,, mentor. I also still find myself wondering,
upon occasion, "What would Ms. Klingman think
about this?"

The Evolution of the Mentoring Relationship

Although Mike recalls no one particular event
that initiated his mentoring relationship with a particular professor, he contributes a portrait of the ongoing development of that mentoring relationship .
He tracks this evolution in the following recollection.
I think I began to think of her as a mentor as
soon as I began to interact with her on a regular basis. By listening to and watching her, I
learned that she held herself as a professional, knew what she was talking about, and
cared about what she was talking about.
What solidified it for me was the response I
received from her. It didn't take long to feel
like my input was valued as well. I could tell
she had a genuine concern for how I was
handling things.
... I'd say by junior year I had a really strong
sense that I could turn to her for help that
was not superficial. I knew by sitting with her
as an advisee that she knew what was going
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on - but most of those meetings were maintenance for scheduling. Junior year I'd say
was when I started asking myself, " How
would Dr. K approach this? I wonder what
she thinks?" ... She gave me the time and
modeled what I needed, and she still does.
(M. B. Alm, personal communication, November 21, 1996.)

From Protege to Mentor.

When asked if she now serves as an informal
mentor to any beginning teachers, Lara related
some of her interactions with a first-year early childhood special education teacher who has not yet
received her education degree, but was hired
because of her Spanish fluency. According to Lara,
this newcomer " ... had no idea about how to
teach, and that fact soon became obvious to everyone. While many people cr iticized her, nobody
helped her, and she really needed a mentor." Consequently, Lara began showing this new colleague
how to write objectives, how to develop lesson plans,
and, as Lara puts it, other "nitty gritty" tasks associated with early childhood special education (e.g., testing, paperwork, IEPs) . However, Lara harbors some
self-imposed guilt regarding the amount of guidance
she has offered per protege, as revealed by the
statement, "I should have helped her more, but it's
difficult to find the time" (L. Beaver, personal communication, November 22, 1996).

lnservice Mentoring

What can happen when individuals who benefitted from informal mentoring relationships at the preservice level become inservice teachers? In this section, the authors again profile Lara and Mike, this
time focusing on their reflections about, and experiences with, inservice mentoring relationships.
The Lara and Mike Story: The Saga Continued

Now completing their third year of teaching, Lara
and Mike have had the opportunity to experience
both sides of the mentoring relationship. However,
the mentoring processes they each have experienced within their school settings provide obvious
contrasts. Those contrasts stem from the fact that
Lara 's school offers no formal mentoring program,
while Mike 's does. Consequently, Lara and Mike's
unique situations afford the opportunity to compare
one example of an informal mentoring relationship
with one example of a mentoring relationship that is
the product of a school's formal mentoring program.

A Formal Mentoring Example

While Lara fended for herself during her first year
of teaching before being adopted by an experienced teacher, Mike was matched with a mentor
who was close to his age. In assessing his school 's formal mentoring program, Mike concludes that " . .. if
you got a good mentor, it was great." He spoke of
the importance of the need for a screening or recommendation process designed to select those
teachers who, in addition to being effective teachers, possess the interpersonal skills that will enable
them to successfully serve as mentors. Mike also
emphasized that a "personality mesh" between the
mentor and protege is prerequisite to a positive and
beneficial mentoring experience. Reflecting on his
own relationship with his mentor, Mike states, "I bonded wel l with my mentor because she was informal,
yet professional ... I trusted her early on in the fact
that I could ask her many things ... She respected
our professionalism" (M. B. Alm, personal communication, November 21, 1996).

An Informal Mentoring Example

When asked how she found her inservice mentor,
Lara replied that her mentor found her. After hearing
through other channels about Lara 's first-year challenges, this experienced teacher often would walk
down the hall with Lara and offer to share materials
with her. Margot also came to advocate on Lara's
behalf. Lara reflects that, "She was instrumental in
helping open our principal's eyes to exactly what I
was doing as an early childhood special education
teacher. Through my mentor's efforts, that principal
learned to respect my job" (L. Beaver, personal communication, November 22, 1996).
In addition to answering Lara 's questions, Margot
asked some questions of her own. She wanted to
know more about;whole language, and Lara, as a
new graduate, was able to provide an update to
Margot ' s knowledge base. They also began to
design interpctive bulletin boards for the hallway to
replace those that just changed with the seasons.
Three years later, Margot and Lara are still col laborating to produce interactive bulletin boards, but their
interactions have decreased. Lara attributes this
decrease to a difference in values which she feels
results from the age gap that separates the two. At
one point, the frustration which stemmed from what
Lara perceived as Margot's judging her even led
Lara to consider finding a different teaching position
(L. Beaver, personal communication, November 22,
1996).

From Protege to Mentor.

At the beginning of his third year of teaching,
Mike agreed to serve as a mentor to a first-year
teacher. When asked to reflect on his new mentoring
role, Mike revealed:
I really like the role I have, because it is helping me grow. Since I want to teach teachers,
this is a small step . .. I think I get as much
from our discussions as Becky does because I
have to challenge myself to model thought
and theory, but also weave in reality. (M . B.
Alm, personal communication, November 21,
1996).
Mike's comments also indicate that his experiences as a mentor have provided him with practice
in the art of guiding, rather than telling. He recog41

mentoring relationship. Sometimes that discomfort
results from a difference in personal values, as was
the case in Lara's inservice mentoring example .
Other times, disharmony results from wide differences
in the mentor and protege's teaching philosophies or
instructional approaches. Shared understandings
and tolerance for individual differences serve to
enhance the mentoring relationship and make it easier for proteges to gravitate towards potential mentors.

nizes the importance of listening to Becky, providing
a sounding board for her, and facilitating her acquisition of self-assessment and metacognitive skills. In
doing so, Mike avoids the common mistake of
attempting to solve people's problems for them,
rather than empowering them to solve their own
problems.
I give Becky my opinion when she asks, but I
always tell her she has to struggle and come
to her own conclusions . . . There is a challenge to guide but not tell or ruin the natural
discovery ... I think the main thing I do is validate Becky's feelings. She needs to know it is
okay to feel like you didn't do a damn thing
all day or you ruined kids' lives. Those feelings
are natural. If she didn't hear me say, "It's
okay; I did that, too," she would feel isolated,
and also she would truly believe she was ruining kids' lives. Obviously, she is not. I think we
work together well because I see a lot of the
worry, the long hours, and the confusion that
I had . (M . B. Alm, personal communication,
November 21, 1996.)

Facilitating Informal Mentoring

If, in fact, mentoring can enhance the professional development of both preservice and inservice
teachers, what can be done to facilitate mentoring
relationships? In this final section, the authors make
three simple, but essential, recommendations for
increasing the probability of teachers seeking mentoring relationships: (l) Teach the value and skills of
collaboration; (2) Model and encourage the practice of helping new teachers and experienced
teachers make meaningful connections; and (3) Establish organizational cultures that support mentoring.
Teach the Value and Skills of Collaboration

Attributes of Effective Mentors

Mentoring constitutes one type of collaboration.
If teachers do not value collaboration, or if they are
hesitant to work cooperatively with other teachers,
they typically do not seek mentoring relationships.
Historically, even teachers whose classrooms were
side by side often worked in isolation from each
other, knowing little about how other teachers teach
(e.g., instructional approach, philosophy, management style).
Sometimes teachers view collaboration as a
threat to their autonomy. Experienced teachers who
are a bit insecure about the quality of their own work
also may feel threatened by the enthusiasm and current knowledge base which many novices bring with
them to their first teaching positions. For example,
one veteran teacher, after visiting a first-year
teacher's classroom which was filled with learning
centers and was attractively arranged, commented:
"You may be enthusiastic now, but you'll get over it
in a couple of years." So much for a welcoming
atmosphere and the spirit of camaraderie!
Ideally, teachers need to learn the value and
skills of collaboration at the preservice level. If collaboration is an element common to many of their preservice professional development activities, it will be
more natural for teachers to initiate or engage in collaborative relationships at the inservice level. Activities such as group research projects, paired instructiona I planning, team teaching , and even small
group discussions provide avenues for education
majors to begin to value collaboration and to
acquire the skills of collaboration. Some of those skills
include:
l. Identifying and clearly articulating a share
purpose.
2. Knowing and clearly articulating the rationale
behind the decisions one makes.

Stepping back to look for commonalities and
themes inherent to the mentoring scenarios that
have been described in this paper reveals some
emerging patterns. For example, credibility, admiration, professionalism, trust, and respect are variables
which proteges often cite as leading them to initiate
mentoring relationships with the people who eventually became their mentors. Most proteges also identify the personality mesh between their mentors and
themselves as a crucial variable in facilitating or hindering the evolution of mentoring relationships.
Another pattern that emerges from the examples
cited here is that proteges often find themselves asking what their mentors would do if confronted with
the challenges they themselves are facing. Because
they respect their mentors and value their opinions,
proteges attempt to mirror the problem solving
approaches their mentors utilize. Proteges also note
the importance of their mentors' responses to them.
They feel they are taken seriously and that their opin.:
ions and feelings count. Proteges are quick to notice
when mentors make time for them, their questions,
and their concerns.
In an attempt to explain what motivated him to
develop a mentoring relationship with one of his
mentors, Mike posits: "I think a lot basically had to do
with the plain fact that I felt she was solid, competent, and intelligent ... And she had humor to go
along with the professional standards ... I wanted to
be like that" (M. B. Alm, personal communication,
November 21, 1996). Mike 's comments reflect the
desire that most people have for a role model someone who provides them with the hope that "if
she can get there, so can I."
However, enroute to getting there, proteges may
experience discomfort and dissatisfaction with the
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3. Listening with the intent to understand the
messages one's colleagues are attempting to
communicate.
4. Engaging in reflection and self-assessment.
5. Accurately identifying one's own strengths
and growth areas.

addition, Larry was confident that Carol could assist
me in reaching the short-term goals I had set for
myself and in identifying long-term goals.
I came to admire Carol for several reasons, not
the least of which was her ability to beat the "good
of' boy" system while playing by her own rules and
emerging with her integrity intact. Unlike many
women in higher education, Carol did not sidestep
confrontation and conflict. Those who knew her and
were familiar with her work acknowledged Carol as a
rising star to watch. I was only one of many graduate
students for whom she served as a mentor, role
model, and significant connection. In addition, she
was the person most responsible for enabling me to
finish my dissertation according to the time table I
had set.
As the above example illustrates, it is both possible and essential for people like Larry Ebbers to assist
individuals in establishing successful mentoring relationships. Whether labeled interfacing, networking, or
simply knowing those with whom one works, there is a
need for intermediaries to introduce people who,
because of similar backgrounds, interests, or job
descriptions have the potential for developing successful mentoring relationships. In the absence of
such intermediaries, individuals who could benefit
from mentoring relationships must adopt a proactive
approach by seeking out their own mentors.

Create Opportunities for Meaningful Connections:
A Preservice Example

One of the ways in which the authors of this
paper build collaborative experiences into their
undergraduate methods courses is by requiring students to complete "collaborative reflections." At the
beginning of the semester, preservice teachers are
required to contact inservice teachers who are willing to communicate with them on a regular basis via
e-mail, telephone, or face-to-face conversa tions .
Those students who request assistance in locating
collaborative teachers are offered likely leads, with
consideration given to their grade level preferences.
After completing the assigned readings each
week, students contact their collaborative teachers
for the purpose of discussing: the readings, their inclass activities, and their teachers' insights regarding
issues related to the teaching/learning process (e.g.,
environmental design, instructional planning, parent
involvement). Students then record in their journals:
summaries of their readings, reports of their collaborations with their inservice teachers, and their personal reflections regarding both the content and the
process of their collaboration.
Surveys distributed to the preservice and inservice teachers involved in this intervention revealed
that many students went beyond the minimum
requirements established for the collaborative reflection activity. Their involvement with their collaborative teachers widened in scope to include: on-site visits; classroom observations; direct interactions with
their collaborative teachers' students (e.g., reading
to students, listening to students read, working with
individual students); and, in a few cases, relationships
with their collaborative tea chers which continued
even after the semester ended. Hopefully experiences such as completing collaborative reflections
at the preservice level will predispose novice teachers to value collaboration at the inservice level and
seek mentoring relationships based on collaboration.

Establish Organizational Cultures That
Support Mentoring

Not surprisingly, whether mentoring relationships
are the result of formal mentoring programs or the initiative of individuals, the significant variable present
in all successful mentoring relationships is the commitment and interest of the people involved. While it is
fine to pair mentors with prospective proteges and to
tell people that they are expected to serve as mentors, it is impossible to institutionalize success for such
edicts. If those on either side of the process feel pressured to participate, or if they do not perceive a
need to be involved in a mentoring relationship,
resulting connections will be artificial and contrived,
rather than significant. For example, a teacher new
to a school was assigned a mentor for the year. The
assigned mentor initiated only one conversation with
the protege during the entire first semester. That conversation began with the question, "Are you available to cover a class for me on Thursday?"
While no one can guarantee the success of
every mentoring relationship, instructional leaders,
administrators, and teacher educators do have the
opportunity to create cultures that support and facilitate the development of mentoring relationships. An
obvious, but imperative, first step in establishing organizational environments which facilitate the development of mentoring relationships is for leaders to
model the mentoring process by serving as mentors.
Another prerequisite step is for leaders to ere.ate an
atmosphere of trust and openness within their organizations. Collaboration cannot thrive in the absence

Create Opportunities for Meaningful Connections:
An lnservice Example

As a doctoral student, I had two mentors who
contributed significantly to my professional development. As my major professor, one of the contributions
which Dr. Larry Ebbers made to my progress was to
help me design a program of study that fit my needs
and interests, rather than forcing me to fit within a
prescribed program. Enroute to accomplishing this
feat, Larry introduced me to Dr. Carol Kay. He knew
her as an individual who served as a positive role
model of how women can achieve success and
operate as change agents in higher education. In
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of clear communication, teacher empowerment, a
shared mission, and c onsistent expec tations.
Leaders also must model the practice of assisting
individuals in establishing successful mentoring relationships . They must serve as intermediaries that
match people who, because of similar interests,
complementary personalities, or shared missions,
have the potential for developing effective mentoring relationships. In order to succeed in this intermediary role, leaders must learn from, as well as abo ut,
novice teachers and master teachers by listening to
them, observing them, and asking questions (Akin &
Hopelain , 1986) . Leaders must know well the
strengths and professional development needs of the
people with whom they work.
Leaders who choose to engage in the behaviors
and implement the practices described above
clearly demonstrate to preservice and inservice
teachers that they value mentoring and that the
mentoring process and relationship hold a pivotal
role in their organizations. Although the mentoring
process involves a certain degree of trial and error,
regardless of the approach taken, if successful mentoring relationships are established, significant connections will be forged, significant results will be produced, and all participants in the mentoring proc ess
will experience significant benefits . When cultures
which facilitate the development of mentoring relationships are created, there will be potential pay-offs
for students, novice teachers, experienced teachers,
and the entire organization.
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Group Counseling has become more and more
popular in recent years as const raints on tim e.
money, and personnel have placed greater pressure
on the counselor. As budgets continue to tighten on
campuses across the nation. group cou nseling will
become increasingly important. Counseling centers.
in order to keep up with sky-rocketing demands, must
begin to incorporate group counse ling in order to
extend the coverage of the work load . Group counsel ing seeks to develop a social setting in order to
deal with the developmental problems and attitudes
of individuals in a sure setting , Many counse ling
groups have already been formed to deal with many
issues facing students suc h as eating disorders, substance abuse, under achievement and date rape .
One issue that is often overlooked however, is th e
area of career development for students.
Group counseling in career development has
been around for many years, but until recently it has
not been implemented in a way th at has encouraged its use (Gybers, 1987). Problems stemming from
the lack of common experiences within the counseling groups are being overcome . True group counseling is not individual counseling in a group setting; it is
counseling that is enhanced by the th oughts, opinions and actions of others within the group, Therefore,
peer interaction is c rucial to the success of this type
of co uns e ling . Peer interaction often leads to
increased commitment of plans and provides support for career action. When such interactions do
occur, research has found that group career counseling often shows greater effects than that of other
types of counseling (Kivlighan, 1990).
Few models and programs for career counseling
of groups exist and even fewer have been developed for the academic setting. Th ose programs that
have been successful in other areas have focused
on the areas of self-appraisal, decision making skills,

goal planning, the art of job hunting and the effec tive use of occupational information. The same ideas
can be implemented on an academic campus. Students often desire a great deal of information and
resources from career counselors and at the same
time are often involved in one or more campus
groups. If these two ideas could merge and the elements of career cou nseling could be inc orpo rated
into these student groups, then programs similar t o
those previously mentioned could also be effective.
Some student groups that would appear to offer
natural groupings wou ld include (1) Vocational Coop programs, and (2) Club programs.
The Co-op work programs that most schools initiate as part of "work-study" opportunities usually
revolve around vocational groupings in Home-Economics, Vocational Education, Fine ARts, and Business. Other work study co-op groups could be
offered that would g ive students the opportunities for
work experiences in any area that they show interest
and the inclination for further study.
The c lub system on many campuses may be a
good p lace to start just such a program. Clubs and
oth er activity groups are highly cohesive and are
often very highly organized . These variables, cohesion and organization, are crucial to successful group
processes and outcomes. Same sex groups such as
those found in the academic systems have a lso
been found to have greater educational va lue in the
c areer group experiences than those of mixed sex
groups. Another favorable factor for starting a career
development program in the club or activity atmosphere, is that organizations have themselves begun
to focus on many of the issues facing students. Many
have even initiated training for their members in the
area of careers, although no career development
programs have as yet been c reated. A successful
program for these students could use the present
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group structure while counseling the members in the
areas of self-appraisal, decision making skills, goal
planning, job hunting, and the proper use of occupational information. Let's look at an e xample of
how the elements of this type of program could be
used by a club, activity group, or co-op group.
One of the first issues to consider concerning a
career development program in such groups is the
size of the group in which the program w ill occur.
Clubs, activity and co-op groups usually range in size
from 20 to 80 members . Group career counseling
however often occurs in groups of lesser numbers. In
order to overcome this discrepancy in group size, two
factors must be taken into account. First, the club,
activity or co-op as a group is more cohesive and
has worked together longer than those groups normally experienced in a counseling setting . Furthermore, group interaction will continue to occur long
after the counselor has left the counseling setting .
This group, because they often study and play
together, will continue to process information far
beyond that which occurs in the group counseling
setting itself. These factors should overcome the normal problems associated with large groups and
should keep the pace of the group similar to that of
normally smaller groups.
Next, the career counselor will want to begin the
group counseling program by dealing with the issues
involved in self appraisal (Schrank, 1991). This is very
important in order for the individuals in the group to
understand themselves and the relationship between
themselves and the world of work. In order to begin
this process the individuals in the group should begin
assessments of their values, interests, and abilities. The
counselor can accomplish this by administering tests
to the entire group. These assessments should include
a Values Clarification Exercise, an Interest Inventory,
and a Self-Directed Search (Dyer, 1988). The specific
tests to be used by the counselor depend both upon
the financial limitations as well as time constraints
placed on the particular groups. A few might need
to be charged for testing services in order to help
defray costs. The club, activity or co-op group itself
should be asked for input on what types of tests
would best suit the needs of their group. When test
results are obtained, group discussion should focus
on how this information can be used in order to gain
a better self-understanding of individuals within the
group. One way in which to do this is to have individuals review and analyze the test results for others in
order that there is a formative result from each test
battery that can give direction for future efforts and
examinations. Cumulative test results can appear to
be the same for several individuals. Formative result
analysis will separate the factors needed to isolate
the results and make them usable for goal setting.
The next step for the group will be to focus on
decision-making skills. One way in which to do this is
to have the group develop a list of different types of
decision makers . The counselor should then have
individuals in the group identify their own style from
the list. A group discussion about these varying styles

should then beg in by focusing on the advantages
and disadvantages of the different styles. The issues
underlying many of the problem styles, such as a lack
of responsibility, will surface and along with the identifi c ation of problems, solutions should be found.
Another topic that might be discussed at this time is
indecision. Group interaction can help to fa c ilitate
and show the differences between those individuals
who are undecided about a career choice and
those individuals who are indecisive about a career
choice. Indecisive individuals may require additional
personal c ounseling and therefore should be
approached after the session is over. We must
remember that indecision is in fact a decision.
The career counseling program next focuses on
planning and goal setting. Group members should,
by now, better understand themselves and the decision making process (Feingold, 1983). The next step is
for the members of the group to make decisions and
to draw up occupational plans and contracts. Group
members should assist each other with these plans
and the counselor can intercede should any difficulties arise (Schein, 1993). The peer interaction at this
stage is crucial to the success of these goals. Individuals will find it much more difficult to ignore a career
goal if they have developed this goal in cooperation
with the group. As the program c ontinues, the group
will increasingly take over many of the roles of the
counselor. The counselor will merely guide the group
in the right direction and serve as a resource person
when needed.
Next, the career counseling program should
focus on the use of the occupational information
needed to achieve these career goals. Traditional
sources of career information such as the Career
Resource Center should be used as well as such
techniques as job shadowing and externships (Gale,
1990). Another useful idea is to get alumni involved in
this process by having them give presentations concerning their specific career area(s) (Tingley Michaelis, 198 l ) . The aftermath of these presentations may result in newly found career interest groups.
Many of these alumni can serve as mentors for these
students and help them as they continue to make
course selections and career decisions throughout
their lives. The group should be encouraged to initiate such programs and to share occupational materials among themselves. In this way the group can
focus on those areas that are especially important to
their members.
The last step of a program like this deals with the
skills of job hunting. Topics such as resume writing and
interviewing skills will be important to the group as
they continue to follow their career goals. Traditional
methods of training, including current books in this
area, should be used as well as having the group
develop real life interviewing role plays for individuals
to use. Resumes can also be evaluated in a group
setting so that individuals can obtain feed back.
Other skills that can be addressed are those of a
career related wardrobe and etiquette (Leeds,
1991 ). The above items can be developed and rein-
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forc ed by an alumni guest speaker presenting o~ the
attitudes and positions that Human Resourc e Direc tors take when examining resumes and during phone
or personal interviews (Kleinman , 1994) . Many of
these progra ms are offered by other sources on and
off campus and the group should be made aware of
the various opportunities for additional information
gathering. This new material can be used as n:eded
by the group as additional resource materials for
future sessions. The group will continue to work more
successfully together and the counselor will therefore
play less and less of a role with any one group.
When this program is complete, the members of
these groups wil l have a better understanding of
themselves and the important components of career
development. As new members continue to join the
group each year they too shou ld be educated in
each of these areas . Ideally, this can now be
accomplished by the group itself, in that they have
been shown the important elements that make up a
successful group career counseling program. The
counselor in this case can merely serve as a resource
when the organization finds it necessary.
Advantages of group counseling are well documented in the literature. Groups provide for an economical use of the counselor's time. They offer experiences in which members can test reality, and
receive comments and support from their peers as
well as group alumni . They even increase the amount
of cooperation and interaction of the group 's members. For these reasons, group cou nseling will increasingly become important on our campuses. If w_e
combine this idea with the groups that cu rrently exist
on our campuses, not only will it save us time and
money, but it will successfully educate students in the
components of successful career develo~ment. Pe'.haps an even more important outcome will be :hat 1t
will educate the students in the process of learning so
that they can continue to educate themselves. After
all, that is why we are here.
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"Sixty years ago / knew everything. Now I kno~ nothing. E~ucation
is a progressive discovery of our own ignorance.
Will Durant
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Students must achieve a competency score on
each subject's minimum standards to pass that level.
Too many students today assume no responsibility for
homework or classroom assignments because they
know that they can fail every class, but then attend
eighteen half-days of summer school and be passed
on to the next grade. This makes a mockery of summer school and does not help the student at all.
When a student is required to demonstrate competency rather than attendance, the responsibility for
passing a grade rests with that student.
Achievement test results need to be shared with
students and parents rather than merely posted in a
guidance folder. Parents and students need to be
more aware of what the test results state and what
they imply. Together with the teacher, parents and
students could tally such a scored test as the California Achievement Test for greater meaning, purpose,
and involvement in a diagnostic learning plan. Students should know their reading levels, strengths, and
weaknesses. Meaning yields purposeful behavior.
Teachers should be engaged in complex, performance-based , and open-ended learning tasks
which allow for student success . Learn ing should
reflect the Chinese proverb: "Tell me and I forget;
show me and I remember; let me do and I understand." Projects, simulations, role playing, experiments, and sharing for peer evaluation should be
encouraged . Meaning, purpose, and relevance
encourages successful learning.
Computer technology must be accepted and
supported by taxpayers and staff. Anticipated educational gains are related to the cooperation, collaboration, and confidence shown by teachers. Without question, money must be made available for
networking; computers need to be in every classroom as opposed to only a computer lab setting;
and content applications must be integrated with
the new technologies.
State funding continues to waffle indecisively
each year. Funds must be raised locally through business-driven, tax-free foundations that c an purchase
technology and fund special projects. A public relations lobbyist might prove beneficial as an intermediary among business, government, local school districts, and other community resources. Local business
needs could be met by establishing internships with
high schools for training a specific-skills labor force .
Clearly, schools need more power books and digital
video disks. Most school boards would be wise to purchase more PCs and PC software and fewer sets of
thirty classroom textbooks.
Discipline must be re-established. All students
should not be forced to attend public schools where
some fail on a daily basis. At the secondary level, an
open-door policy should exist to avoid unnecessary

Thirty-three years of teaching in five districts, four
countries, and at seven different levels have enabled
me to "see" school improvement from various perspectives. I have witnessed tide after tide of reform,
new techniques, and new curricula . Regardless of
the label, school improvement efforts are continuously aimed at the teacher. All too often, however, a
teacher's needs and deeds are not even on the
same page. As a teacher, I wish school improvement
would have addressed some different issues and proposed some different solutions. The following topics
are not exclusive and the comments certainly not
prescriptive; they merely reflect the personal views of
one teacher.
Registration week should be restructured to
include family-school conferences. Parents must take
their child to school! Instead of going home after registration, parents and students could spend time with
teachers, exchanging addresses, telephone numbers, expectations, responsibilities, and procedure for
communicating with each other. Parents should also
pick up grade reports at quarterly conferences. To
encourage parental involvement, communication,
and support, the participating parent, student, and
teacher could be given the opportunity for one vote
in assigning quarterly grades. Such a tactic would
encourage collaboration and reduce isolation, for
students behave differently when parents and teachers know each other and have a common goal!
Expectations should challenge achievement,
especially in the primary subjects of reading, writing,
and mathematics. Writing and reading must have
intrinsic personal meaning involving family through
letters, stories, and books with illustrations. Parents
and teachers must set and demand excellent examples . Comments such as "just do it," or "oh, that 's
OK," or "you've gotta hand something in" all send
implied messages of lower expectations . Requiring
neatness, accuracy, and completion, on the other
hand, signals the demand for one's very best efforts.
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teacher /student confrontations. A student who
chooses to leave would be re-admitted only after a
parent/teacher/student conference. Further, families
and schools must be supportive of the six basic Rs -reading, 'riting, 'rithmetic, respect, responsibility, and
rewards . Grading scales, toys, Nikes, TV violence,
repeated detentions, automatic promotions, and
inappropriate language all send messages to kids. A
teacher ' s responsibility is to teach teachable students. Administrators must strictly enforce disciplinary
consequences for publicly-defined disruptive behavior. Too many repeatedly disruptive students return to
the classroom after being assigned ineffective detention . Disrupters must be removed fromolternative
schools. Again, some students should not be forced
to attend school until he/she feels a serious need -- a
diploma, a driver's license, a job. Those who want or
need to learn are teachable.
Special education students, especially at the
secondary level, need to be mainstreamed into
common classroom activities. Inclusion of disabled
students allows all to learn in a variety of ways, avoids
the labeling stigma, and promotes the "feeling good
... doing good ... acting good" cyclic process. Perhaps the most powerful motivation comes from helping another person learn.

With tenure, teachers need to avoid becoming
lesson-plan stagnant. Rotated teaching assignments
every three years cou ld be assigned by administrators. Doing so may not only prevent classroom stagnation, but also facilitate greater versatility, perception, and understanding among staff. Graduate studies, inservices, and classroom planning would necessarily be more meaningful because of personal
need. Also, more student input is necessary for evaluating teachers; students know who is prepared daily,
explains clearly, and grades fairly. Teachers who
have demonstrated school improvement accountability could be rewarded with classroom grants to
be used as they see fit.
Racism, prejudice, and ignorance which, unfortunately, appear to accompany the concept of cultural diversity must be addressed by teachers, parents,
and clergy. Administration must articulate and
encourage acceptance of cultural differences.
Course content, monthly inter-familial-cultural
exchanges, cafeteria meals, hiring of culturally
diverse staff, and multicultural assemblies are ways
through which schools may effect greater tolerance
and appreciation of differences.

Teachers As Leaders: Teacher Education Is
The Key To Unlocking Leadership Potential
Carole D. Hillman and Marguerite M. Bloch
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ures of schools? Could it be because teachers have
become followers and not leaders? Cou ld it be
because they submit to parental pressure, administrative nonsense, union restraints, and finally some socalled research reports published by those trying to
undermine public education? Let us presume that
the answer to these questions is yes.

With rare exceptions, colleges and university education departments have prepared, and are preparing, teachers to assess student needs, diversify
instruction, measure achievement, provide stimulating learning environments for students, and develop
appropriate channels of communication with parents. Why then, is there so much emphasis on the fail-
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• Seek feedback . Communications are effective
only if the message is received and understood . The
best way to evaluate this is to elicit feedback . Feedback cannot be forced but it can be encouraged
by asking for it, responding to it, acknowledging it,
and in some cases rewarding it.
• Read the message and the messenger. Listen
for clues as to what is really being said. Ask for clarification and check your perception of the message.
Do I understand? Is this what you are saying?
ObseNe the nonverbal behaviors of the messenger:
eye contact, body Language, tone of voice, and
respectful or disrespectful behavior.
• React to rumors . Silence is consent. If nothing is
said, it is assumed that the rumor is true . Ask the person, "Who told you that? How do you know that to
be true? What should we do until we check the
facts? Let's talk to the source of the rumor. " Rumors
do not die unless killed. Rumors are one of the best
ways to demoralize a staff, divert attention from real
concerns, split people into factions, and perpetuate
more rumors. It becomes a vicious cycle. Challenge
the rumors.

By trying to pacify the whims of those various
stakeholders, teachers have abrogated their professional training and knowledge, surrendered their
rights of free speech, abandoned their desire to risk
change, and compromised their ideals. Teachers
need to free themselves from submissiveness to parents, administrators, unions, and faulty studies in order
to prepare students to meet the challenge of today
and tomorrow.
Some key leadership skills which teachers can
implement immediately, when working with these
various constituencies to provide outstanding programs for learners, are :
• problem analysis
• interactive communication
• respect for diversity
• individual/group accountability
• self-enriching experiences
Teachers need to assess and assert their leadership skills to work collaboratively with those who can
make a difference for students. Using the following
will facilitate this development:
*PROBLEM ANALYSIS

*RESPECT FOR DIVERSITY

• Identify the assumptions underlying the problem. Ask why administrators believe it is necessary to
continue certain practices that are not meeting the
needs of students. Remain positive and respectful
when asking why questions.
• Avoid dwelling on the negative. Encourage
the use of brainstorming techniques to solve problems. This will place emphasis upon positive actions.
(How can we improve John's study habits?)
• Think creatively. Rekindle a childlike curiosity
when trying to analyze a problem. Reflect upon the
problem to discover its many sided facets.
• Solutions may be momentary. Be open to
compromise, negotiations, and revisions of decisions,
if they have outlived their usefulness. What appeared
to be appropriate for students in the past may need
updating due to the expanding realm of reliable
research.
• Realize that participation in analyzing problems will bring about resistance by your peers if
change is required . Thus we must help our peers
understand that change need not be threatening if
the people affected are involved, prepared, and
supported before, during, and after change implementation.

• Remain sensitive and unbiased. Teachers have
a tendency to want others to fit into the ideal model
of a student, parent, or administrator. In real life this
idealization rarely happens because students are so
diversified by learning styles, ethnic background,
socio-economic status, language, religion, and color.
Parents have their own ingrained beliefs about parenting skills, respect for teachers, and importance of
education. Administrators offer leadership in this area
but they can get caught up in a quagmire of conflicting views . They want to lead but are usually
caught up in trying to figure out what the board of
education and parents want. Respect diversity, but
do not let it hinder the learning of students and one's
ability to teach. Parents and teachers cooperatively
can offer support, suggestions, and ways to attain
the positive and to change the negative.
• Treat parents with respect. All parents should
be treated as if they were members of the board of
education. Special favors should not be reseNed for
the "upper echelon". Board of education policies
should be applied to all parents in the same fashion.
Truck drivers, doctors, homemakers, attorneys, and
other diversified by career choices. If pre-approval is
required for a classroom visitation then make sure it is
fairly implemented. However, one's career should not
impact the attention the child or the parent receives
at school.
• Appreciate the contributions of others. Everyone in the school is there to make it possible for the
students to learn . Teachers shou ld remember that
each one of them is just one person influencing children. Bus drivers, custodians, lunchroom personnel,
secretaries, aides, student teachers, and all support
staff play an important role in the lives of children.
Show the support staff that they too are appreciated

*INTERACTIVE COMMUNICATION

• Prepare for any situation. Outline the key issues
you want to share and discuss. What is the purpose
of the communication? Stay focused and keep the
dialogue on the real issue. Remember communication is a two-way process: sending and receiving.
• Reflect and then select words carefully. Don't
communicate when angry or upset. Center on the
issue, choose words carefully, personalize the message, and try to visualize the impact of the message
on the receiver.
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by seeking their help, thanking them, and sharing the
joys of student success with them.
• Evaluation of teaching styles is necessary.
Teaching styles are as varied as learning styles. Therefore it is essential to evaluate one's styles of teaching.
Administrators and mentors usually evaluate other
teachers. Ultimately, it is not the role of teachers to
evaluate one another. So, what does it matter if Mr.
Jones has his desks in rows or if Mrs. Brown uses handouts? The bottom line is, "Are students learning?" Students need a variety of personalities, styles of teaching, means of disciplining, and methods of presenting
information. Avoid evaluating other teachers by recommending a teacher to parents for next year, commenting negatively on last year's teacher or, for
example, excluding one team member from a grade
level project.

and/or notes of what has been done should be sent
to the principal and a copy to the superintendent.
One should keep a copy for a personal file also. Let
administrators know what is happening in the classroom. Make accountability go beyond standardized
and IGAP test scores.
*SELF-ENRICHING EXPERIENCES

• Take time for renewal. The vital teacher is
enriched and enriches her /his class by taking time to
enjoy a play, see a movie, read a non-educational
book, visit with friends, write letters, talk on the telephone, or play golf. Spending all non-school time on
lesson plans, grading papers, committee work, communicating with parents, writing reports, designing
portfolios, etc. usually translates into a person with a
narrow view of education and life. Learning is fun
and should be filled with new adventures. Taking
time to laugh and enjoy your family and friends can
invigorate teaching .
• Time alone is critical. Most people use pencils
to schedule activities hoping for the possibilities to
erase, change, or cancel commitments. Provide
places in your daily planner which allow times for
meditating, listening to music, praying, or doing what
helps the teacher to remain positively focused about
her/his ability to lead and to teach. Teachers rarely
have a quiet moment during the school day. It is
important to take time to renew one's spirit.
• Lifelong learning is a necessity. Develop an
avocation such as: gardening, cooking, painting,
building, etc. which gives pleasure now and in the
future. Take a class at a local community college,
church, park district, or YMCA. Fine tune professional
skills by attending lectures, workshops, and relevant
college courses.

*INDIVIDUAL/GROUP ACCOUNTABILITY

• Self motivation is key. Regardless of the school
cu lture and community environment, teachers succeed because they are self-motivated. They believe
they do make a difference in the lives of students. On
the other hand, the attitude of shutting one's classroom door and keeping out intrusions by others may
work for individual accountability to students, but
does not encourage sharing, growing, and changing
of teachers or school cu ltures,
• Ownership of school climate must be shared.
When association leaders or union leaders seek to
protect the weak teachers, perhaps guided by misplaced friendship or to obtain prestigious positions for
themselves, they have sold their teacher members to
controlling administrators. As a result they perpetuate
the status quo and hinder change . The school climate becomes unsettled and good teachers
become demoralized . Therefore, when appropriate,
pressure the union or association to maintain or
establish a quality climate for both students and
teachers,
• Work as a team. Alone, one's accomplishments are limited but as a team member they are
multiplied. It is hard to challenge the administrator or
a group of parents united to destroy, for example,
the gifted program, but with a team you can more
successfully present the teachers' view of the issues.
The bottom line is, "What is best for each child?" As a
team teachers can share philosophies or theories
may be shared which will stimulate refocusing on
what is important, what needs revision, and what
needs to be eliminated. Often teachers don 't want
to get involved when some decision does not
appear to affect their program . But remember, if
something detrimental happens to one 's peers, or a
program is eliminated unfairly because of a few persistent parents, what spares anyone else from that
same treatment in the future?
• Put it in writing . Keep parents informed and
involved in their child's education through notes,
newsletters, and/or e-mail. Well-informed parents will
be supportive of their child and the teacher. Memos

Summary:

Since college and university departments of education address these key leadership skills teachers
are prepared for the challenges they are meeting
today and will encounter in the future. How are these
leadership skills acquired? By practicing them! Many
of these leadership skills are lying dormant for a variety of reasons, one of which might be that it seems
easier not to cha llenge the status quo. Other leadership skills may need to be developed. As the situation
permits initiate some of the following:
• Recommend leadership skill activities or speakers for district inservice days.
• Ask professors to include leadership skills in their
classes.
• Buy some leadership audiotapes . . .
exchange them with other teachers.
• Purchase books addressing leadership.
• Subscribe to a magazine which emphasizes
leadership skills.
• Attend lectures or workshops.
• Sponsor a coffee session before or after school
to discuss leadership skills with peers.
• Ask the parent organization to host speakers
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"A Republic, Madame, If We Can Keep It"
.. . Important Matters for Illinois Curriculum,
1896 and 1996
Judith A , Barford, Guest Columnist
and youth also went unaddressed by the schools
(NCSS, 1996, p. 36 l ). Both urban and rural adults
experienced the dissolution of vital links between
their lives and the lives of their children. Traditional
curriculum offered nothing to help students become
agents able to redress immediate and grave social
needs or to help them interpret the social world in
which they lived (Tostberg, 1960, pp. 14-15). Visionary
educators were soon at work setting new directions
in curriculum and new goals for public education
both for Illinois and for the nation. The question for
curriculum design was to identify and educate the
effective citizen of the city, state, and nation for the
new century. A republic is only as vital as its citizenry.
How should the children of Illinois be educated for
this ultimate role?
In this discussion curriculum emerging during the
threshold years of the twentieth century and expressing the values of the Republic will be reviewed and
compared to values and strategies suggested in the
current Illinois Vision Statement, World Class Educators for the 21st Century. We are again within that
dynamic period, la fin de siecle, struggling to harness
the energies of the age for social melioration. Educators are commi tted as were Chicagoans, John
Dewey and Jane Addams, in 1896, to both the " ...
general social welfare and to the full development of
human beings as individuals" (Dewey, 1939, in Deegan, 1988, p . 249; Darling-Hammond, 1996). The collaborations of Jane Addams of Hull House and John
Dewey of the University of Chicago and their coworkers l 00 years ago launched child-centered curriculum, activity-based classrooms, inquiry learning,
scientific method, and dialogical environments; in
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(Editor's Note: In the Fall 1995 edition, Part One provided a historical overview of educational environments and confluent centennials. Part Two is a continuum of the theme and focuses on integral issues in
curriculum.)
A woman waiting outside the hall where representatives were drafting the U. S. Constitution hurried
up to Ben Franklin as he emerged from the proceedings. "What do we have, Mr. Franklin?" she asked
anxiously. "A republic, madame, if we can keep it."
came the reply . In Illinois, circa 1900, the goal of
maintaining the Republic took on particular urgency
for educators. Chicago, 1890, was bursting with a
population of one million. Foreign born or children of
foreign born made up 75% of these new residents of
our state and a half million new inhabitants, mainly
immigrants, were being added every ten years (Wills,
1994, p . 52; Tostberg, 1960, p. 4) . The multicultural
society, then as now, led to a ferment of crises and
opportunities and impelled critical decision making
for new curriculum designs for public education.
In 1990, traditional curriculum was irrelevant to
the needs of the burgeoning population of Chicago.
In the rural areas of Illinois, where c hildren were
increasingly impacted by industrialization, farm foreclosures, and moves to cities, the needs of children
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short, the progressive movement (Tostberg, pp. 79-8 l ;
Heffron, et al., 1996, p. 4, 17). Dewey and Addams,
Illinois ' foremost visionaries, educators, and intellectuals presiding over the dawn of the present century,
spent their lives deepening the philosophical understanding of democracy to its full, three-fold extent.
Full democracy must include not only political equality among citizens, but truly equal social opportunities
and truly equal economic opportunities as well. For
Addams and Dewey, assumptions for the maintenance of the Republic and the structure of American
society are founded conjointly upon democracy
and education.
Recently. we have marked a number of centennials in Illinois:
• founding of Eastern Illin ois State Normal
School, 1895/1899
• founding of the University of Chicago, 1892
• Professor John Dewey arrives at the University
of Chicago, 1894
• University of Chicago Laboratory School is
established, 1896
• Jane Addams directs social reforms from Hull
House, the first 20 years, 1889 - 1909
Powerful currents of thought emanated toward
and from these Illinois events a century ago. These
currents of thought from a century ago impelled progressive curriculum reform and maintain vitality for us
as citizens and as educators today.
Empiricists - promoted the freedom to experiment, to problem solve by examining the facts of
experience, and the application of scientific method
to ask, "What works?", dominated the intellectual
community. The question for classrooms was how to
promote the individual freedom and the social culture of all the students. Schooling must be meaningful
within the present life experience of teachers and
learners.
Critical Pragmatists - promoted the radical and
moral combination of thought and action. The combining link between thought and action is education
which must be emancipatory. Active democracy
and the exercise of citizen competence are the
goals of the pragmatic program. As the individual
has the power and responsibility to change society
by her actions, so also is the person formed by social
interactions. Hence education must be a deliberately and vitally social set of interactions. Ella Flag
Young, Chicago Superintendent of Schools 1909 1915, was Dewey's graduate assistant, co-worker of
Jane Addams, and a staunch pragmatic advocate
of teacher authority in determining educational policy (Tostberg, 251-255; Deegan, 253).
Cultural Feminists - put forward women's values
and worldview into the political and curricular arenas. Emancipation and suffrage for women were
goals which could not wait. Cultural feminists
advanced a transnational worldview in which all
people were potentially part of peaceful and cooperative global societies. Warnings of the subtle dangers in educating women for the acquisitive and
competitive world of men were clearly articulated in

promoting full democratic opportunity for women.
Symbolic lnteractionists - worked and networked
for social reform . Symbolic interaction refers to the
power of ideas shared and refined in continuing conversation, Dewey's dialogical environment. Deegan
(l 988, p. 132) describes Jane Addams, George Herbert Mead, and W. I. Thomas as significant cofounders of symbolic interactionism who "shared an
approach to social life based on communication,
using symbols to create meaning, and the emergent
process of becoming human. " These three, Dewey,
and their immediate associates in Chicago undertook enormous social reforms in the arenas of immigrant welfare, women, blacks, youth, education,
prostitution, delinquency, labor, war, politics, social
settlements, and housing.
Fabians - were British socialists who believed the
reason for government is social welfare, not the exerc ise of power. Fabians, Sydney and Beatrice Webb,
visited Addams, Dewey, and the sociologists of the
Chicago School establishing links between American
and British social thought . The Fabian program
intended to effect social change by means of analysis, action, and amelioration (Deegan, p. 263).
Urban Ecologists - opposed the positive
approach of the Fabians and saw human society
maintained by conflicts analogous to those found in
the animal and plant worlds. These thinkers
eschewed the application of theory to reform, opting
for detachment, impartiality, and the ivory tower
(Deegan, p. 143 ff.). This approach was to prevail not
only in sociology, but also in education. Charles
Judd, assuming leadership of the School of Education at the University of Chicago in 1909, took educational research into quantitive analysis and sterilized it
from confounding value questions of the fate of the
Republic dependent upon an intelligent and compassionate citizenry. The technocratic trend strove for
value-free laboratory-like conditions for research with
no necessary result in social melioration. This opposite
element existed alongside the turn-of-the-century
hey-day of progressive educational reform (Schubert, 1980, pp. 13-24). Progressive ideals continued .
These important matters inform and fuel ideals and
goals for school reform today . However the factory
production model of educational achievement and
standardized, scientific measures to authenticate
that achievement have enjoyed ascendency in
American education throughout our century (Darling-Hammond, 1996, p. 10).
Social Behaviorists - emphasized the social
derivation and effects of all human experience.
George Herbert Mead, working alongside Dewey
and Addams a century ago in Illinois, has been
dubbed a social behaviorist by his editor, Charles
Morris (1964). Mead's work gives strong emphasis to
the redesigning of curriculum to take advantage of
the supreme educative power of social interactions.
This is the antithesis of the traditional approach which
would have children as silently seated receptacles of
teacher imparted knowledge. All individual behavior
is implicated in social systems. A society of moral
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whole program, they "felt a link with something big
and important - the whole educational scheme laid
out before them" (Coffman in Coleman, 1950, p.
138). For the college student body and the faculty,
Mr. Lord saw the presence of the children as a vivid
reminder that all they were trying to do in the school
was linked from the youngest to the oldest member
of the college community and out to the larger society.
President William Rainey Harper's vision for the
University of Chicago extended from the pre-school
chi ldren in the laboratory school through the complete university system - university preparation and
research through to service to the immediate and
world communities (Tostberg, p. 42). The educational
enterprise must be fully integrated within itself. It must
be fully relevant to the lives of individuals and the
community.
The eighth and final item in the Vision Statement,
World Class Education for the 21st Century, State of
Illinois, expresses this theme: "All students will be prided appropriate and adequate opportunities to learn
to ... continue to learn throughout their lives."

beings is the democratic ideal. Meaningful, living
educational processes occur through the social interactions of free individuals who construct and reconstruct understandings according to chosen interests
and purposes. Curriculum for the schools for the new
century would provide environments for building
jointly associated learning through conversation and
groupwork. Mitigating the behaviorist aspect of the
efforts of the social behaviorists, educators today find
in Mead and his co-workers much carryover to the
contributions of Piaget and Vygotsky.
Summary

The confluence of these currents of thought in
the field of education around 1900 emphasize their
commona lities. Educational reformers wished to proceed according to scientific method for moral and
emancipatory ends. Individual freedom and social
mejioration wou ld ensue if the pragmatic fusion of
thought and action was exercised in curriculum. Full
democracy intended social and economic rights for
all, far beyond the partial democracy of mere voting
rig hts. The power of schooling lay in its ability not only
to en lighten, but also to transform society at large.
Educators cou ld rate themse lves as leaders and
advocates of children and youth, and, the most
important matter, as makers of society (Tostberg, p.
45). The common school was spotlighted by social
needs and democratic ideals as the primary agency
for social change. Of all the social agencies of the
day, only the schools could be organized for the task
of investing American children with the inalienable
freedoms, their cultural roots, and their present and
future opportunities.

Cultural relevance and social progress.

Traditional school, public enemy #l for John
Dewey, did touch upon cultural heritage in its disjoint,
discipline-centered curriculum. But traditional education did not say a thing about living citizens and contemporary culture, industrial and commercial activities, current events and government. Responses to
contemporary culture were left to humanitarians,
corrupt politics, and chance events outside the classroom. Traditional schools provided no preparation for
one's actual future and were culturally irrelevant, in
fact institutionalizing and increasing the disjuncture
between the individual and the rapidly c hanging
society. Voicing the democratic ideals for the teaching profession, the Proceedings of the National Education Association, 1896, quote Albion Small of the
University of Chicago, "The teacher who realizes his
social function will not be satisfied with passing children to the next grade. He will read his success only
in the record of men and women who go from the
schoo l eager to explore wider and deeper these
social relations, and zealous to do their part in making them better" (Tostberg, p. 45).
Visionary educators who effected major
changes in curricu la all strove to enhance, not
homogenize, diversity and individuality among their
students. The work of Jane Addams to preserve and
enhance the diversity of the immigrant populations
whi le at the same time preparing them for citizenship
is widely documented in her own writings (l 910), and
in the more recent work of Lasch (l 965), Lissak (l 989).
and Deegan (l 988). Concurrently, Maria Montessori
devised her revolutionary methods while respecting
and building upon the particular differences among
the ghetto children of Rome. These educators c. 1900
could trace roots to Rousseau (l 712-1778) who
placed the liberty of the child at the center of the
curriculum; to Pestalozzi (17 46-1827) who in his love
for the poor and the outcast was able to create a

Goals for Curriculum, c. 1900

Using the confluences among the trends noted
above, four important matters for curriculum can be
identified. Each will be briefly discussed and related
to contemporary goals for education in Illinois and in
America .
• Lifelong learning
• Cultural relevance and social progress
• Significant industry
• Moral community
Lifelong Learning

The practice of full democracy depends upon an
awake and critical citizenry. Education or learning is
the process by which individuals within the democrati c society freely exercise intelligence based upon
progressive experiences to effect social melioration.
This process is a life process. It does not end and is
not static. The process of learning applies to all of
human life, neither beginning nor ending within a
certain period of psychological development.
Eastern Illinois University provides an example of
this principle of lifelong learning. Under the presidency of Livingston C. Lord (l 898-1933) the entire college
community, from the youngest child in the training
school to the senior faculty, attended daily chapel.
Though the children d id not always understand the
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true national education; and to Froebel (l 782-1852)
who believed that by respecting individual differences the school commu nity could be a witness to
the unity of all things. For these and others educati ona l and social reform were inextricably interdependent (Boyd and King, 1973).
Edu ca tion for democratic c itizenship must be
emancipatory. Education to preserve the Republic
will increase cooperative and enlightened diversity
based upon communication and community. Democ ratic education ca nnot result in social uniformity.
This ideal is acknowledged in point four in the Vision
Statement, World Class Education for the 21st Century, State of Illinois, which sees all students able to " ...
understand and appreciate the diversity of our world
and the interdependence of its peoples."

pp. 79-81).
The State of Illinois Vision Statement includes that
students "contribute as citizens in local, state, national, and global communities," that they "work independently and cooperatively in groups, " and that
they "contribute to the economic well-being of society."
Moral community.

A moral community is one in which members
value one another ' s well-being and are able to
make decisions unselfishly. In a moral community
communication richly supports positive attention to
the good of individuals, the good of the group as a
whole, and the outreach toward other groups and
individuals. Dewey extrapolated two criteria by
which to measure the worth of any form of social life,
especially the democratic; " . .. the extent to which
the interests of a group are shared by all its members
and the fullness and freedom with which it interacts
with other groups." (l 916/1996, p . 99) He continues:
A society whi c h makes provision for participation in its good of all its members on equal
terms and which secure flexible readjustment
of its institutions through interaction of the different forms of associated life is in so far
democratic. Such a society must have a type
of education whic h gives individuals a personal interest in social relationships and control, and habits of mind which secure social
changes without introducing disorder. (p. 99)

Significant industry.

This important matter emphasizes activity-centered and constructivist curricula with immediate
social relevance. School activities, doing things, can
make real contributions to the community and connections to the real world. To freely learn, we must
choose to do.
Miss Coffman, sixth grade critic teacher at Eastern Illinois State Normal School at the beginning of
this century, remembers the school garden:
... each pupil in the training school was
given a plot of ground in the school garden
to cu ltivate vegetables or flowers. This was
thought to be worthwhile as an educational
project . Much class work preceded the
planting. Seed catalogues were consulted
and plans were drawn . . . toward the last
day of the school year, when the great day
arrived for the judging and the awarding of
the prizes ... (Coleman, p. 87).

In 1895, the Forty-first Annual Report of the Chicago Board of Education, p . 16, reiterates that the purpose of the schools is that each c hild should seek
"not only his own, but his neighbor's welfare " (in Tostberg, p . 32). Col. Parker identifies the ideal school
with the ideal community and planned curriculum to
support his working hypothesis that "education consists wholly and entirely in the cultivation of the altruistic principle" (Parker quoted in Tostberg, p. 56) . The
curricular designs of Dewey and Parker, c. 1900, provided child-centered learning environments with all
imminent opportunities for moral development as a
critically important underpinning for democratic
adult autonomy . Dewey equated moral life with
social life. "All education which develops the power
to share in social life is moral. It forms a character
which not only does the particular deed socially necessary but one which is interested in that continuous
readjustment which is essential to growth "
(l 916/1966, p. 360) . Dewey did not foresee moral
education in a catechical format, but rather as the
very problematic of progressive curriculum with social
relevance .
These centenary insights maintain today in
numerous curricula valuing the longterm effects for
the learner and for the community of school projects
in caring, service learning, and action learning . Maintaining the Republic requires that these curricular
projects shall be opportunities for problem solving for
positive transformation of environments. Currently

Dewey describes at length the buttons and textiles project, one among so many 'classroom ' activities in which young children learned by imitating
adult craft and industry (Dewey, 1900/1956, pp. 2022). In the buttons and textiles project, children recreated processes and reinvented tools necessary to
take wool from the sheep to finished fabric and
clothing . Pestalozzi 's major publication, Leonard and
Gertrude (l 78 l ), has the spinning wh eel at the center
of the school. In our century, Gandhi ' s ashrams
achieved social relevance for pupils with the significant industry of the spinning wheel. Gandhi believes
that involvement of the heart and head come
through the work of the hands. Addams (l 910)
describes the establishment of the Labor Museum (a
working museum with demonstrations and classes) at
Hull House to celebrate the crafts and industries of
residents of the neighborhood. Col. Francis Parker,
writing a curriculum for the Cook County Normal
School (l 895), described activity centers and project
methodology . "Spontane ity and originality were
encouraged and there was much physical and intellectual life in the school, yet it seemed to be controlled and directed . . . " (Parker, quoted in Tostberg,
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there is much professional literature on the topics of
character education, moral education, pro-social
behaviors, the idea of the school-home, and the
deliberate implementation of curricula for caring
and compassion (Roland-Martin, 1995). Only acceptance of this human aspect of the educational enterprise will address the dissipation and disenfranc~isement of many of today 's youth. Those whose lives
confront violence, abuse, and unemployment can
be infused with hope when their education involves
real choices and opportunities as well as the moral
example of professional educators.
.
. .
Speaking at the dedication of the Main bu1ld1ng
of Eastern Illinois State Normal School, August 29,
1899, President Lord said, "To have pure characters
we must have intellectual development. The public
schools must supplement what the homes lack, the
teaching of good behavior, conduct, morals, and
character" (Coleman, 1950, p. 46-47). The Vision
Statement of the State of Illinois touches the theme
of moral community in the sixth item, that all students
"develop physical and emotional well-being." Some
strength for the idea of the responsibility of education
for moral community is lent by the context of the
other seven items.

beam forward and spotlight a positive future for education and for the Republic today and tomorrow.
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